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ABSTRACT
The Counselor’s Dilemma: A Unique View of Secondary School
Counseling Based Upon the Notion of Complementarity
(May 1978)
Alan K. Bridges, B.A.
,
San Jose State University
M.A.
,
San Jose State University, Ed.D., University of Massachusetts
Directed By: Dr. David R. Evans
By now, there is broad acceptance of the fact that secondary school
counseling as a profession is in a state of crisis. The absence of a
definitive professional identity, conflicting role expectations, new needs
and demands within the school community, and drastic cuts in school bud-
gets have painfully created what we call the counselor's dilemma. It is
the purpose of this study to describe and analyze the elements and forces
that caused this condition, and to suggest some possible strategies for
overcoming the counselor's dilemma.
In the literature, there are masses of hopeful recipes for increas-
ing counselor effectiveness in secondary schools. Generally, the counsel-
or is being called upon not only to meet the needs of students but the
needs of the total school community as well. Although these writings
are intended to address the critical issues and problems in the
profes-
sion, they are, unfortunately, of little help to the practicing
counselor.
For example, the major recommendations and strategies coming from the
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literature are more appropriate for the ideal rather than the real world
of secondary school counselors. Furthermore, these writings rarely, if
at all, look at counseling as a whole experience. Counseling is mainly
discussed in terms of its parts which overlooks what most practicing
counselors experience as professional and personal reality. Today,
counselors need a new kind of help—a help that will take into consider-
ation the counselor's professional as well as personal needs.
In order to overcome the counselor's dilemma, we propose that:
(1) the counselor choose self as the primary source in the counseling
process; and (2) the counselor becomes a more effective problem-solver
in secondary schools. To help counselors accomplish these goals, we in-
troduced the notion of complementarity which is a phenomenon first discov-
ered in the atomic physics laboratories of Niels Bohr and Werner Heisenberg.
Essentially, complementarity teaches us that "any two points of view are
complementary." In this study, we try to show how this rather simple idea
can become a very powerful problem-solving tool for counselors working in
secondary schools today. We call it a tool for change .
Staying consistent with the perceived need to look at the counsel-
ing experience as a whole, we created a simulation of the counselor s
average school day, based upon the writer's experience, highlighting the
"realities" of being a secondary school counselor . In Part II of the
simulation, we have attempted to weave the various aspects of complemen-
tarity into the fabric of the counselor's school day to demonstrate the
ways in which complementarity can help, and some of the ways it cannot.
We also hinted at the possibility of the notion of complementarity
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providing the basis for a counseling system throughout the school commun-
ity where counselors are only one part—the "hub"—of that system.
In the long run, only the practicing counselor will be able to
determine the potential usefulness of the notion of complementarity in
secondary school counseling. Due to the descriptive nature of this study,
we had no conclusions. At best, this study is a call for action—more
research, more experimentation in practice, more mutual sharing of school
experiences among all members of the school community. We know that
counselors cannot solve the many problems in today's secondary schools
alone. At the very least, it will take a concerted effort involving the
entire school community. On behalf of our students who are entering a
world where change is the only constant, we must meet this challenge to-
gether. Hopefully, the notion of complementarity can help this happen.
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CHAPTER I
INTRODUCTION AND BACKGROUND
Introduction and Background
Counseling in secondary schools had its beginning during the
1930 's in America. At that time, it was a legislative act of the fed-
eral government that brought the need for vocational programs and coun-
seling for secondary school students to the forefront. It was the pass-
ing of the George-Dean Act in 1936, then, that marked the birth of a new
profession in education: the Secondary School Counselor. In addition,
perhaps equally as significant, it represented the first of several leg-
islative acts passed by the government that would heavily influence the
shape, form and direction of secondary school counseling as a profession
in years to come. For example, in 1958, the National Defense Education
Act (NDEA) generated funds for training counselors to identify and coun-
sel college-bound students. The main objective of this act was to pro-
vide the guidance and counseling personnel within secondary schools with
the proper skills and expertise to effectively advise students who were
likely candidates for the colleges and universities in the country.
These students would go on to complete their college education and would
then become a part of the pool of trained, educated manpower needed to
insure the national defense of the country.
1
2In the early sixties, the pendulum swung back in the other di-
rection with the emergence of the Vocational Education Act of 1963 (VEA)
.
There was some recognition at that time that all secondary school stu-
dents were not headed for colleges and universities. So, it seemed ap-
propriate to train counselors who would have a body of knowledge and
skills that were more relevant to the non-college bound student. Two
years later, the Elementary and Secondary Education Act (ESEA) of 1965
came into existence in response to the upsurgence of new demands placed
upon school districts across the country by members of minority communi-
ties. Many of these new demands centered around creating adequate coun-
seling and guidance programs that would apply to the lives of minority
students. As a result, counseling and guidance institutes, funded by the
ESEA, recruited candidates, particularly those with minority backgrounds,
though not exclusively, to train as counselors for, what was then termed,
the culturally disadvantaged. Although there have been other instances
of government legislation in education that have had varying degrees of
influence upon the major thrust of secondary school counseling, these
three examples have probably had the most significant impact.
There are other major factors that should be carefully considered
as well, particularly in relation to the evolutionary process of the
secondary school counselor role. First, the values of the community play
a significant part in determining the nature of the counselor’s role and
function. For example, if a particular community highly values a college
education, then the counselors in that community will be heavily engaged
in college counseling. Or, if a community decides that job skills are
more important than college preparation, the counseling
program would
3most likely reflect that difference in its orientation. Another impor-
tant factor has to do with how the various sub-groups within a community
view the counselor. For instance, how do parents view the secondary
school counselor? What do students see as the proper counselor func-
tion? What do members of the school staff expect of the counselor?
These various expectations of the counselor role can range from the
counselor as student disciplinarian to the counselor as student advo-
cate, from the counselor as student employment agent to the counselor as
staff development consultant, from the counselor as office clerk to the
counselor as in-house therapist, or from the counselor as insignificant
other to the counselor as miracle worker.
Perhaps most important in the stream of influential factors af-
fecting the role of secondary school counselor is the counselor's own
personality and values along with his or her own theoretical orientation
in counseling. More specifically, the manner in which a counselor arrives
at a balance between self and theory strongly influences a counselor's
perceptions of the role and its functions. In addition, there is the
inevitable negotiation between the individual counselor's own role per-
ception and the role perceptions of the other members of the school com-
munity, which significantly contributes to the diversity of interpreta-
tions of the role of secondary school counselor. In summary, then, the
counselor's role in secondary schools is highly dependent upon a multi-
tude of interrelated factors which often result in unique, if not at
times, contradictory interpretations of the role.
4General Problem
Unfortunately, this sequence of events has weakened the founda-
tion of secondary school counseling as a profession. It seems that the
precarious nature of the counselor role within secondary schools has
created a lack of what one might call professional cohesiveness. This
condition has resulted in multi-faceted problems for the counselor in
terms of professional priorities, appropriate roles and functions, and
perhaps most important, professional identity. Said in another way,
the changing nature of the role of secondary school counselor since its
inception and because the ghosts from the past are still very much alive,
the secondary school counselor faces a serious dilemma. Who am I profes-
sionally? How do I cope with the different expectations of teachers,
students, administrators, parents, and counselor educators? Is it real-
istic to even try to be all things to all people? How do I set priorities
in facing the overwhelming number and scope of problems? Is it at all
possible to determine my own role and function as a professional? What
can I do to begin to clarify some of these critical issues? These ques-
tions, and many more of their genre, intimate the nature of the counsel-
or’s dilemma. This dilemma has caused serious concerns about the role
of secondary school counselor and its effectiveness within the secondary
school setting. Some school districts, especially those plagued by
re-
duced budgets and inflated payrolls, have even questioned the
necessity
of the role.
The counselor's dilemma arrives at an untimely moment
in our ed-
ucational history. Effective counselors and counseling
programs are
5probably needed more now than ever before. So, it is quite unfortunate
that the secondary school counseling profession has arrived at an evo-
lutionary lull, in some cases almost to the point of extinction. As
counselors battle for survival continues, grasping for semblances of
professional identity through the web of others’ expectations, perhaps
most tragic, in the meantime, is the fact that the needs of today's stu-
dents remain to a large extent unfulfilled. However, to suggest that
the recurring discussions and debates championing one viewpoint over an-
other as to the proper role and function of secondary school counselors
has been a futile exercise would be quite unfair. For it is the dialec-
tical approach to this issue that has brought forth many intricate as-
pects of the counselor role, which have no doubt enhanced our understand-
ing of some of its inherent problems. Yet, perhaps as a complement to
the dialectical method of problem-solving, it is time to come face to
face with the real core of secondary school counseling, the main charac-
ter in the script: the student. What are the students' needs? How can
we as counselors best meet those needs? What can be done to help the
student prepare for an unpredictable, changing world? In what ways can
we get more constructively involved with students and their learning en-
vironments? What new things can we learn about the school staff that
might enhance our own effectiveness as counselors? It is quite possible
that the answers to some of these questions will provide a new form,
structure and direction for counseling in secondary schools. Without a
doubt, they deserve our attention.
6Statement of the Problem
The problem then that faces today's counselors is twofold:
1. How do counselors create a new direction or a new thrust for the
secondary school counseling profession, taking into considera-
tion its history, the harsh realities of the present, and the
projected trends for the future that will meet the changing needs
of the total school community as well as the changing needs of
the individual counselor?
2. How do counselors go about helping students find meaning in their
lives so that they may want to become as much as they possibly
can in a world where change is the only constant?
Purpose of the Study
The major purpose of this study is to look at counseling in sec-
ondary schools in its entirety, as a whole process. Essentially, we will
be addressing the question: What needs to be done to help counselors to
re-emerge to become viable forces in secondary schools today? To find
possible answers to this question, we will do the following:
1. Describe and analyze the major problems in the profession of sec-
ondary school counseling, which we have called the counselor s
dilemma.
2. Outline some suggestions for solving some of these problems, i.e.,
overcoming the counselor's dilemma.
73. Introduce the notion of complementarity as a tool for improving
counselor effectiveness in secondary schools.
4. Demonstrate some of the ways that the suggestions and ideas,
based upon the notion of complementarity, can be implemented in
the actual practice of secondary school counseling.
5. Explore some future possibilities in the profession of secondary
school counseling, illuminating some of the long-term effects of
the notion of complementarity upon the total school community.
Assumptions of the Study
In this study, the following is assumed:
1. Counselors in secondary schools, though unique in style, function
and role, share some common experiences.
2. It is possible to generalize about secondary school counseling
from a single experience.
3. Counselors are in need of something new and different that might
realistically help them do a better job of counseling in today's
schools
.
4. Counselor effectiveness can be enhanced through role expansion
rather than continuing the conceptual battle over the most ideal
role and function for secondary school counselors.
5. Effectiveness in counseling is difficult to assess due to the
diverse interpretations of what is meant by the term "counselor
effectiveness .
"
86. Schools and school districts as well as the school community
can and will provide the opportunity for growth and expansion
of the role of secondary school counselor.
The Method of Study
In order to obtain the most comprehensive view of secondary
school counseling, we will employ several methods of inquiry in this
study. In one sense, the study is historical in nature because it takes
a look at some of the significant events in the past that led up to some
of today's problems in the profession. In addition, it is descriptive
in that a major part of the paper attempts to determine the status of
secondary school counseling today. There are exploratory elements in
this study as well as in the sense that it explores some possible sug-
gestions and ideas for overcoming the counselor's dilemma, based upon
the notion of complementarity. In general, the major sources of infor-
mation used in this study are the following:
1. Research in secondary school counseling, i.e. the research in
the actual practice of counseling;
2. The notion of complementarity and its various aspects; and
3. The writer's experience as a counselor in secondary schools
over the last six years.
9Significance of the Study
The significance of the study can be understood in terms of the
lack of research in the literature that looks at the actual practice of
counseling in its entirety. Furthermore, the professional literature
in counseling in secondary schools is replete with calls for better ways
to function in today's schools. For example, there is evidence which
calls for a more holistic approach to working with students, taking sig-
nificant environmental factors into consideration. In addition, there
is a growing movement that views the counselor role as being potentially
a role of leadership, focusing on school community problems, staff devel-
opment, and consultation. This study is one attempt to address some of
these critical issues and concerns in the field. Finally, this study is
an attempt to use a concept or an idea which is more commonly employed
in the physical sciences as a conceptual framework for secondary school
counseling
.
Limitations of the Study
This study is an exploration of the counselor's world in second-
ary schools based upon the writer's experience as a counselor.^ Because
the area of counseling is so vast, and because the study is based upon
a single experience in counseling, the study is limited in terms of its
generalizability. In addition, the study does not depend upon the sta-
tistical analysis of quantitative data; it does not posit a set of
hypotheses to be proved or disproved. Rather, the study directs itself
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toward uncovering and describing phenomena that are existent in the coun-
seling paradigm in secondary schools. The study does not claim that the
patterns and structures described are true of all schools. Moreover,
although the strategies discussed in this study are relevant to all as-
pects of counseling to some degree, there are several areas of counseling
in secondary schools that will not be a major part of the study. For
example, there will be very little discussion of counseling theory.
Similarly, vocational, academic and personal counseling, particularly
when it involves helping those students with special needs, will be men-
tioned only in a peripheral sense rather than as three very important
counseling areas. In addition, the present study will be limited to a
discussion of the counselor as an individual rather than the counselor
as a part of a counseling team.
Approach to the Study
An overview of the approach of this study is as follows
:
—Chapter I introduces the problem, the counselor’s dilemma, along
with a brief background of its origin and development.
—Chapter II will explore the professional literature in secondary
school counseling, focusing on the research that relates to the
actual practice of secondary school counseling.
Chapter III will discuss the critical issues in secondary school
counseling today, describing the counselor's dilemma in more de-
tail as well as discussing possible solutions to this dilemma.
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Chapt6r IV will be a discussion of the notion of complementarity
as a potential tool for counselors in the practice of secondary
school counseling. However, in this chapter, we will leave the
counseling world to more fully explore the notion of complemen-
tarity, its origin and various parts.
—Chapter V will be a discussion of the ways in which complementar-
ity can possibly help counselors function more effectively in sec-
ondary schools.
—Chapter VI will take us into the counselor’s daily context in sec-
ondary school. We have created a simulation that is intended to
depict secondary school counseling as it really is.
—Chapter VII is the second part of the simulation in which we will
discuss important aspects of Chapter VI (Part I of the simulation)
,
illuminating the ways that complementarity can help counselors in
the daily practice of counseling in secondary schools.
—Chapter VIII will be a summary and critical overview of the study.
In general, this study rests on the plausibility of ideas and il-
lustrations based upon a single experience in counseling and important
findings in the counseling literature. We will attempt to pull together
many ideas, thoughts and feelings related to the art of counseling in
secondary schools. It is an effort to look at what is really out there
in secondary school counseling rather than trying to create an ideal.
In order to accomplish this task, many variables are involved. Some of
these variables will either be omitted or treated superficially so that
12
the overall picture can be seen. As we know, secondary school counsel-
ing is an extremely large area to study. Moreover, human interaction
within secondary schools is extremely complex. Yet, it is the whole ex-
perience of counseling that each of us, as counselors, are most familiar
with. If we are to understand some of the problems plaguing the profes-
sion today, we must be willing to face the realities involved in counsel-
ing in secondary schools. At best, the writer hopes that this study will
evoke critical thought as well as stimulate further research in the pro-
fession for we are only just beginning to know what we really do not
know.
13
CHAPTER I
Footnotes
1. About the writer: While in the Northern California area, the writer
worked as a full-time counselor in an urban secondary school for one
year, and as a part-time counselor in a suburban secondary school in
the following year. After completing a year as an evaluation consul-
tant for Projects Headstart and Follow-thru, the writer came to the
East for further training. As a doctoral student, the writer advised
and counseled first and second year undergraduate students in educa-
tion for two years. In the next year, the writer became part of a
teacher in-service consulting team working in an urban junior high
school in Western Massachusetts. Following this experience, the
writer joined the staff of a rural high school in Western Massachusetts
as a full-time counselor for the next three years.
CHAPTER II
A REVIEW OF THE LITERATURE
Chapter II reviews the principal themes, ideas and strategies
for the practice of counseling in secondary schools coming from the lit-
erature. It is the intent of this chapter to provide a general back-
ground in the recent research writings concerning the practice of coun-
seling in secondary schools, and to show a compatibility between research
writings and the major ideas presented in the present study. While
standing slightly apart from the other portions of the study. Chapter II
nonetheless forms an essential foundation for the understanding of some
of the theoretical and actual implications of the present study for the
practicing counselor.
A review of the literature in counseling and guidance in second-
ary schools immediately reveals a great deal of confusion and controversy
over the identity and the professional function of secondary school coun-
selors. Many of these debates are carried out with intense passion and
zeal, and unfortunately, most of them still remain unresolved. However,
if one is looking for consensus, there is without a doubt general agree-
ment over the fact that the profession of secondary school counseling
is in a state of crisis, perhaps even to the point of extinction. Ann
Ruben says it this way:
When budgets are cut, resulting in staff cutbacks, counselors appear
to be the first people to be eliminated from school staffs. It seems
14
15
as though counselors are the most dispensible school personnel.
.
Counselors are slowly fading from the school scene, and the demoral-
ized remaining counselors (if any) are left to pick up the additional
work.
It seems that the current counselor role is not working. There is,
therefore, an urgent need to redefine the counselor's function.
. .
Who then should the counselor be? And, how should the counselor's
impact be assessed? What should he or she be doing to "survive" on the
educational scene? A survey of the recent research in the field suggests
that there are possible solutions to these difficult questions and prob-
lems. Our purpose in Chapter II is to gain an overall understanding of
the major trends, ideas and recommendations coming from the literature
that attempt to address these important issues. To aid us in our search,
we will limit ourselves to the literature pertaining to the practice of
counseling rather than counseling theory. In addition, we will examine
the writings from the literature under the following sub-headings:
1. The Counselor and the Student
;
2. The Counselor and the Teacher
3. The Counselor and the Administrator
;
4. The Counselor and the Parent
;
5. The Counselor and the Community;
6. The Counselor and the Self.
The Counselor and the Student
The greatest challenge facing counselors working in secondary
schools today centers around how to go about helping students adequately
prepare for the world of tomorrow. There are, of course, numerous
16
traditional counseling theories and methods that attempt to address the
needs of students in secondary schools. The literature in this area is
abundant. However, it is our purpose here to look at the new trends,
and directions in the field that relate to the practical aspects of
counseling in secondary schools. In other words, we are interested in
the "how-to-do-it” strategies that might lead to greater counselor ef-
fectiveness in secondary schools.
Generally, the literature calls for a more active counselor in-
volvement in students' lives within and outside of the secondary school
2
environment. That is, working with students in the one-to-one counsel-
3
ing relationship is no longer adequate. There appears to be a new em-
phasis being placed on the environment in which students learn (and live)
as a focus of study as well as a point of intervention. For example,
Goldman writes:
Counselors do help by offering a personal relationship to at least
some of the students and staff. But this is like trying to put out
a fire with a medicine dropper. Counselors could and should be sen-
sitizers on a much larger scale. Of all the people in an institu-
tion, counselors should be the first to recognize when that institu-
tion had become too large and impersonal for its members to function
effectively as individuals.'^
Or, in the words of Gene Stanford: "Giving deliberate attention to so-
cial and emotional development in the classroom can have an important pos-
itive effect on students. The counselor can proceed in his new role as
"human development consultant. ..."
This new movement, advocating secondary school counselors as spe-
cialists in human development or human behavior, shifts the focus of
coun-
seling from the student to the student's living and learning
environment.
17
There is substantial evidence coining from the literature that supports
the notion that in order to be most helpful to the student (s)
,
getting
involved with the "important others" in a student's life is critical to
effective problem-solving. Wrenn, for example, writes that:
He (the counselor) remains a specialist in human behavior, both youth
and adult behavior, and in the counseling knowledges and skills that
contribute to student living and planning for living, to student
growth in the process of decision-making, to student understanding
and modifications of his own behavior. Because these ends can often
be best reached through the "important others" in a student's life,
the counselor may spend as much time with adults as with students.'
The exploration and the understanding of a student's environment
is particularly important in trying to help students who have become
g
alienated from school as well as those students who are culturally dif-
9ferent. In addition, there is a definite move away from labeling stu-
dents as "problems" and a move towards looking more carefully at those
conditions that create "problems" in schools. For example, Kuriloff says
"... disturbance is not viewed as the property of an individual who is
designated a 'client' but as a symptom of incompetence. It indicates
that individuals in a given setting don't have sufficient skills to get
what they want from each other. Weinberg extends this idea when he
talks about some of the possibilities for schools with counselors who
think differently about school problems. He says:
If we change the counselor's mode of thinking about educational prob-
lems, we may effectively supply the schools with an agent of recon-
struction and change. . . . Theory in counseling will become sophis
ticated by the process of incorporating and showing relationships be-
tween all concepts that are relevant to the work of the counselor.
In summary, the literature is advocating a more active counselor
involvement in the student's school and community life. There seems to
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be a recurring theme that calls for more "visible" counselors who are an
active, integral part of the school-community environment. In other words,
if counselors are going to help more students, they must go directly to
where student problems originate, demonstrating not only their ability
to help but their desire to help as well. ^ Of course, the transition
from being predominantly involved with students in a one-to-one counsel-
ing relationship to becoming a "human development consultant" or a "psy-
choecologist" is an extremely difficult one. That is to say, although
some of these ideas, trends and new directions are excellent in theory,
when it comes to the practical application or the implementation of some
of these new ideas, many problems arise. For example, how do counselors
in the field redistribute their activities to accommodate some of these
new intervention strategies? What kinds of things do counselors need to
learn to accomplish some of these new goals?^^ Well, at this point, there
are very few answers. Yet, given the fact that counselors are under a
great deal of pressure to produce positive results and to be accountable
for services rendered, some of the new ideas for greater counselor effec-
tiveness are worth attempting. Furthermore, because there is so much to
be done in schools today, particularly when it comes to helping all stu-
dents as much as one possibly can, the issue becomes one of trying to
determine those places, situations or instances where the most can be
gained from the least amount of energy or input. In this regard, the use
of group counseling techniques and the introduction of psychological
education in the classroom and the larger community^^ have tremendous po-
tential. However, to suggest which strategy would be the most appropriate
for the individual counselor within a given counseling context would
19
involve a considerable risk. Each counselor must make this decision in-
dividually for only that counselor can know the environment in which he
or she is working. Kuriloff beautifully captures what goes into deter-
mining what to do or where to begin in order to solve problems in schools
today. He writes:
Because all individuals within the system are interrelated, and be-
cause any change in one will, to a greater or lessor extent, influ-
ence all others, a major problem of such practice is to determine
where minimum input can have the maximum effect. This suggests that
the practitioner must know intimately the system with which he is
dealing before he can act to alter its equilibrium.
To conclude then, it appears that greater counselor effectiveness
in working with students is closely tied to a counselor's ability to serve
the needs of the largest number of individuals, which not only includes
students but all members of the school community. Moreover, in order for
counselors to know the best methods or strategies for accomplishing some
of these long range goals in their particular school-community environ-
ment, they must get to know their unique context as "intimately" as pos-
sible. For some counselors, this kind of intimacy is already very close
at hand; for others, it is not. Regardless of how much a counselor might
know about his or her school environment, there is a definite call in the
literature for the expansion of the counselor's domain in secondary schools
to include teachers, administrators, parents, and the community as well.
In the following sections of this chapter, we will take a closer look at
what the literature has to say about the counselor's changing relation-
ships with the other members of the school community
.
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The Counselor and the Teacher
The literature is replete with recommendations for counselors to
expand their services to meet larger groups of individuals; and among
these larger groups, the counselor's involvement with teachers has re-
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ceived a great deal of attention. Essentially, the counselor's prior-
ities are beginning to shift towards the teaching and training of parents,
students, paraprofessionals
,
and especially teachers in counseling or hu-
man relations skills. Gerald Pine offers us a rationale for this new
wave of thinking in secondary school counseling. He says:
These new directions (in counseling) give first priority to consulta-
tion and training. They also reaffirm the value of counseling, rec-
ognizing that the greatest payoff in terms of helping people to achieve
their human potential is to proliferate counseling and human relations
skills. By teaching counseling skills to teachers, parents, students,
paraprofessionals
,
and community lay people, the greatest number of
people can be served with the greatest effectiveness .20
In reference to teachers specifically. Hocking and Schnier point out that:
"If counselors desire to be relevant in the eyes of teaching faculty with
whom they work, they can and should accomplish this in the areas in which
they are most competent." This same message comes through in this com-
ment by Lauver: "Such relationships (between teachers and counselors)
provide an opportunity for advancing the learning and skills of all prac-
m22
ticipants while meeting needs on a broader front."
Although the counselor as teacher or trainer of teachers is strong-
ly advocated in the literature, it is not without its inherent problems,
23
particularly when it comes to implementation. Aubrey, for example,
talks about the problem of rivalry between counselors and teachers, which
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we must deal with if the teacher/trainer model is to become a realistic
option. There are, of course, many explanations for the schism between
teachers and counselors. Peterson sees territoriality as being a ma-
jor cause of the conflict, which, he says, is often encouraged by all
school personnel. In other words, counselors have "their" job and teach-
ers have "their" job to do; the two are seen as mutually exclusive.
25
Gannon suggests that one of the major reasons for conflict between
teachers and counselors is that counselors are usually considered to be
"junior executives" or sub-administrators. Corwin supports this view
when he reports that the majority of teachers in his sample agreed that
counselors usually line up with administrators. Furthermore, the hier-
archical structure in most school settings can create a pecking order in
which counselors and teachers are often in direct competition with one an-
other for specific "in-house" benefits and rewards. Willower, Hoy and
Eidell talked about an interesting phenomenon that occurs as a result of
the organizational structure of schools:
While it is reasonable to expect a correspondence between ideology
and behavior in a free situation, such a correspondence cannot be
assumed in a formal organizational setting. Hierarchical relation-
ships, rules, sanctions, and demands and pressures from groups both
within and outside of the organization intervene. Foremost among
these for teachers, principals and counselors are the pressures cre-
ated by the necessity to deal with large numbers of unselected stu-
dent clients having values antithetical to those of the school, the
demands of the faculty peer group that these pressures generate, and
the vulnerability of the school relative to parents and the commun-
ity .^7
Over time, the various pressures existing in secondary schools
have had a tendency to separate teachers and counselors, rather than
bringing them closer together. In view of this tendency, some of the
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recommendations coming from the literature involving a closer working
relationship between teachers and counselors may be unrealistic. Hope-
fully, they are not. In fact, there are some studies which reveal that
through patience and carefully outlined sequential steps, counselors can
achieve a great deal of success in working with teachers.
In general, the consulting or training model for secondary school
counselors is rapidly rising into prominence, particularly in relation
to teachers. Yet, ways and means of implementation of these programs are
sparse in the literature. Goldman writes that: "What we need more ur-
gently, and rarely get, are ideas for implementation. How to create
change. We need to hear more from those who have done it; those who
29have succeeded in effecting such changes." No doubt, we will know more
about the feasibility of the consulting model for counselors when counsel-
ors practicing in schools begin to share their individual experiences.
Indeed, there will be multiple problems in these new pursuits, but these
problems face us all, as educators, in our search for better ways to cre-
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ate and maintain healthy school environments. In this regard, Dinkmeyer
sees the consulting model as an opportunity for counselors to become a
viable part of the educational process. He says:
If pupil personnel services are to become an integral part of the ed-
ucational process, consulting services must be given some priority.
These priorities must be developed in consultation with school admin-
istrators .
The consulting model is not a panacea but it provides a strategy for
working with the people in power to influence the learning climate
and life space of students. It offers an opportunity for counselors
to educate the adult population of both teachers and parents, while
spreading counseling services.
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The Counselor and the Administrator
In many ways, the relationship between counselors and administra-
tors is the most critical in terms of professional growth and change.
Historically, administrators have had a tremendous influence upon the ways
in which secondary school counselors function within the secondary school
environment. Furthermore, we have already mentioned some of the research
in the literature that points out that most members of the school commun-
32ity view counselors as "sub-administrators". In fact, it appears that
the intricacies of the relationship between counselors and administrators
are so complex that some writers advocate a total abandonment of the
school as a place for counselors to counsel rather than attempting to sort
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out some of these complexities in the relationship. Zerface and Cox,
who strongly support this position, make this comment:
. . . the major factor undermining the counselor's efforts in the
school may well be the constraints imposed by the organizational
context in which counselors operate. Specifically, organizational
and administrative influences have led to a compromise of counseling
objectives
As a result of these environmental "constraints" and the close associa-
tion between principals and counselors, many teachers, students and par-
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ents are reluctant to seek out secondary school counselors for help.
This state of affairs is further complicated by the fact that most coun-
selors feel that they are directly responsible to the school principal,
especially when it comes to decisions about the role and function of
counselors. Kemp^^ reinforces this idea when he points out that princi-
pals (administrators) are best considered as the on-site professional
and administrative supervisors of secondary school counselors. That is
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to say, the principal is the boss; all staff members, especially counsel-
ors, are under his or her jurisdiction. We could even say that a great
deal of counseling as we know it today has been shaped by the school ad-
ministrator. It is for this reason that a careful look at this particu-
lar professional relationship is very important when considering new di-
rections in the field.
One solution to the problem of counselors overcoming the heavy
influence of the school administrator is to leave schools entirely! Yet,
even though such a drastic move might stimulate much needed excitement
in the field, to actually carry out such a recommendation at this point
in time is perhaps too impracticable. There are, however, other recom-
mendations in the literature that might help counselors unravel some of
the complexities inherent in the counselor-administrator relationship
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which might be more manageable. Koch points out that counselors must
first define their role in their own terms. After they have a clear pic-
ture of how they see the role of counselor in their unique context, it is
then important to communicate these ideas to principals. He suggests
working out a contract with administrators as to what will and what will
not be a part of the counselors' tasks. Koch sees the administrator
much less as the "bad guy" and more as being a key person in providing
the authority to restructure the environment in order to facilitate new
kinds of counseling services and eventually, more effective counseling
OQ
and guidance programs. Filbeck stressed the importance of open commun-
ication with school administrators on a regular basis. It is his feeling
that counselors must get to know the administrators' view of counseling
in secondary schools and to try to work within that view. He goes on
to
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say that by becoming more familiar with the administrators' point of view
of counseling, the counselor can learn about those aspects of counseling
which are anxiety inducing in administrators, attempting wherever possible
to reduce these feelings. Essentially, Filbeck is saying that administra-
tors are people and they too need human, caring treatment.
39Sweeney talks about the importance of assertiveness in dealing
with administrators. He points out that administrators seem to want, and
even more, seem to respect counselors who assume leadership in counseling
40
and guidance functions. Sweeney proposed a strategy for better rela-
tions with administrators which involves the clear articulation of guidance
objectives which, in themselves, can serve as a vehicle for discussion on
a regular basis. He points out that counselors will continue to be given
things to do as long as they decline the leadership in counseling affairs.
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Again, communication seems to be the major theme. Belkin suggests that
counselors establish a working rapport with principals by putting forth a
professional counseling attitude, with some emphasis on new programs that
attempt to meet the needs of the school. For example, by creating pro-
grams that attempt to meet the needs of students with severe behavioral
problems, most of whom rarely reach the counselor's office, counselors
may improve their image, particularly in the eyes of the administrator.
Belkin hints at the possibility that counselors and administrators, if
given a chance, are probably trying to create the same thing a better
school learning environment for all students. Hopefully, counselors and
administrators will give each other a chance to discover that they can
work as a team to improve secondary schools.
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In summary, although the counselor's relationship with the school
administrator has been professionally stifling over the years, there are
some steps that can be taken to improve the communication between counsel-
ors and administrators. Of course, there are writers in the field that
maintain that the politics of this relationship have already been too
damaging to the profession, telling counselors to move out of the school
in order to really counsel. Yet, leaving the school at this time may
create more problems that it solves just in terms of logistics. However,
there are other points of view which are perhaps more practical, and
which lean towards rebuilding the relationship between counselors and ad-
ministrators. The idea here is that administrators can be a source of
help to counselors in their pursuit of professional growth, development
and renewal by providing the necessary environmental space for change.
How this can be accomplished most effectively is still unknown. Unfor-
tunately, some of the patterns of communication between counselors and
principals will be very difficult to break within the context of daily
school life, particularly since these patterns have almost become tra-
ditional. Nevertheless, there is no doubt that a better relationship
between counselors and administrators will not only have a positive ef-
fect upon the counseling profession, but the total school environment
as well, which will make most administrators a great deal happier. If
approached in this spirit, perhaps counselors and administrators can nar-
row the gap in communication, setting the stage for real change in today s
secondary schools, and in the counseling profession as well.
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The Counselor and the Parent
We have already discussed some of the possibilities for counsel-
ors consulting with teachers and administrators which is moving the coun-
selor further and further away from office-based counseling. The litera-
ture also talks about the emerging role of the secondary school counselor
as a consultant to parents. In fact, the practice of parent consultation
has received a great deal of attention over the last ten years as an ef-
A 2
factive preventive as well as problem-solving strategy. The recurring
theme in these writings is that many of our societal problems involve
the fact that parents really do not know how to bring up their own chil-
dren. Even with the deluge of "how-to" books on the market, parents seem
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to be at a lost as to what is, in fact, the right thing to do. Kelly
writes about every parent’s dilemma of trying to figure out how to bring
up "our children." He says:
Parents are confused by the many conflicting "best methods" for child-
rearing and the ever lengthening litany of do’s and don’ts for disci-
pline. Most parents gain such superficial understanding of these var-
ious childrearing approaches that they do not really know what to do,
why to do it, and, most important, why it does or does not work.
The literature then supports the notion that parent consultation,
or in some school districts, parent education programs can help parents
become better problem—solvers at home which can potentially reduce the
number of student problems in school. Sauber, for example, talks about
the importance of attacking problems where they originate which can often
mean working with parents and students together . He found that parents
and students assume a shared responsibility for solving the problem rath-
er than depending upon the counselor to solve it for them. Dembski
and
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Dibner state that parent sessions can help parents develop more posi-
tive child-rearing practices that encourage respect for each child with-
in the family as well as more positive attitudes and feelings about be-
• 47ing a parent. Pietrofesa and Pietrofesa talk about a growing need for
secondary school counselors to play a role in helping parents to become
better sex educators for their children. They say:
It would be difficult to deny that parents need help in providing
sex education for their children. Studies of adolescents and college
youth have consistently demonstrated that with the exception of moth-
ers telling their daughters something about menstruation, parental
sex education is judged "very inadequate" by children.
In summary, although the research in this area is not extensive,
consultation with parents as an effective problem-solving strategy seems
to be effective. The clearest finding at this point is that when con-
sulting with parents is combined with counseling with students, there is
a better chance for success in solving student problems. Yet, here again,
the practical side of parent consultation or parent education needs to be
worked out. For example, most parents work during the day which makes it
very difficult for parents to meet with counselors during regular school
hours. Or, if counselors do get involved with parents in this way, will
they be able to continue with some of their present responsibilities?
Well, these questions and issues must be addressed by those people who
actually do the job, i.e. the practicing counselor. So, if we bear in
mind that the practical aspects of counselors serving as consultants to
parents will need to be worked out more carefully according to the spe-
cific counseling context, the literature highlights the following ele-
ments as being important to successful parent programs:
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1. Parent consulting should be an ongoing program within the total
counseling program.
2. Counselors need to carefully plan the goals of parent sessions.
3. Counselors should show respect for parents in what they are try-
ing to do as well as provide useful information about the child.
4. Wherever possible, counselors should help parents learn ways to
communicate more freely with their children.
The Counselor and the Community
The main themes coming from the literature regarding the counsel-
or's relationship with the community strongly support a more active in-
volvement in community life. Many writers in the field and many practic-
ing counselors as well have come to the realization that to better under-
stand the needs of students in today's schools, it is necessary to know
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the community in which the students live. According to Maragakes , get-
ting to know our students' environments can not only help us solve more
of our students' problems, but it can also stimulate our professional
and personal growth. She continues:
The world out there is not just a colorful backdrop against which
our students act, but a dynamic pervading atmosphere in which they
live. If we learn more about it, we will learn more about them!
We may find we have enriched our own lives as well; the growth^of
our personal identity will enhance our professional identity.
Getting to know the students' environments is particularly impor
tant when counseling students who are culturally different.
51
In other
words, to be the most effective in working with the culturally different.
30
counselors must try to see the world as much as possible as these students
see the world. In order to accomplish this, counselors must know more
about where these students live, what their families are like, which
means going out and exploring the community. In his book Developmental
52Counseling
,
Blocher conceptualizes counselors as being human develop-
ment facilitators. In his view of counseling, counselors, as develop-
mental specialists, are necessarily involved with clients beyond the hor-
izons of the school setting. Through this type of exploration, counsel-
ors are in a much better position to constructively modify certain pro-
cesses in the family, cultural environments and the community at large.
Zerface and Cox go even further by suggesting that counselors
move into the community, leaving the school altogether! They maintain
that
:
A major problem confronting many school counseling programs is that
they inhabit a suppressive home— the school. There is an element of
sacrilege in suggesting that counselors forsake their school homes,
but the argument for such an apparently radical disposition is well
supported. The fact is that within their present organizational con-
text, school counselors, in general, do not counsel.
In this particular model, counselors would be responsible to the commun-
ity, rather than to the hierarchy within schools. Though this suggestion
might seem impracticable to many observers, it is indicative of a recent
trend in the field to be more responsive to the needs of the community.
Generally, counselors are called upon to help secondary schools
bridge the gap between the regular academic program and the important so-
cial issues prevalent in our society today, i.e. sexism, racism, poverty,
war, etc. Many writers feel that counselors must get involved in these
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controversial issues particularly in those areas that affect the lives
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of students. In another way, because our students live each day with
many of these societal ills, for counselors to ignore these problems
would be professionally irresponsible and even inhumane. Nevertheless,
there is considerable disagreement in terms of how to go about getting
involved in some of these problems in our society, but there seems to be
no doubt that there is something that counselors can and should do.
Arbuckle speaks about the counselor's responsibility in this regard:
The counselor, as one who works closely with those who have been hurt
by the in-school and out-of-school experiences, cannot ignore his
preventive role. His primary professional function—and his partic-
ular professional contribution—is in the counseling involvement with
individuals, small groups of students, teachers, or parents. The
most radical suggestion for change might be that counselors become
more involved in counseling. Social change is the product of individ-
ual action, and the counselor may be doing the best he can by helping
young individuals to stand up for justice and honesty and decency,
and thus have a marked impact on their society.^^
The Counselor and Self
The literature is replete with recommendations and new ideas for
improving counseling services in secondary schools, and even more to the
point, for saving the counseling profession. Yet, it is very difficult
to know how helpful some of these recommendations and ideas are for the
practicing counselors in today's schools. It could be that the flood of
new ideas prevalent in the literature are more of the hindrance than a
help to the individual counselor. For example, the writings in the lit-
erature are calling for counselors to do and to be many new things, some
of which are not at all compatible with one another. Moreover, many of
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the new roles and expectations are not only impossible for one person to
accomplish, but they also add to the confusion. Arbuckle makes this com-
ment about the literature in secondary school counseling: "Sometimes in
the literature, there is a tendency to create a nonexistent should be
counselor; but no matter how irrational and unrealistic the should be
voices may be, it is important to listen to them carefully
.
It is indeed important to listen carefully to the "should-be
voices," but it is as important to take into consideration how the "shoulds"
are affecting the individual counselor as a person. That is to say, the
innumerable "irrational" or "unrealistic" recommendations in the litera-
ture can and probably have had adverse effects upon the counselor’s sense
of self or a counselor's sense of well-being. We often forget that there
happens to be a person behind the role of secondary school counselor.
And, in our efforts to help, we often frustrate that person. Yet, most
members of the profession would agree that it is the self or the person
of the counselor that is the primary source of any counseling endeavor.
In fact, trying to establish a balance between the needs of self and the
needs of others is every counselor's dilemma. Wrenn discusses the impor-
tance of maintaining this balance when he says :
The dilemma of me, versus him and it, faces each counselor. To be-
come involved with one's clients and one's profession must not mean
neglect of the most potent single element in the counseling relation-
ship. This is the person of the counselor, his sense of reality,
his self-trust, his increasing awareness of beauty and the joy of
living, and his open regard for others.^®
So, after ten or so years of intense debate and controversy over
what secondary school counselors "should be," it seems to be more than
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appropriate to examine the person or the self of the counselor to find
out how he or she has come through these troubled times. It is our in-
tent to review the literature for recommendations that might help coun-
selors cope better with the day-to-day problems in secondary schools
,
that might help the counselor realistically incorporate strategies for
change in their daily routine and that might help counselors take care
of their most precious possession: self.
A survey of the literature reveals that the major recommendations
concentrate on the ideal counselor or the ideal counseling setting rather
than the harsh realities in the everyday life of the secondary school
counselor. In other words, what counselors actually go through during
each school day and what might help counselors change or improve some of
these day-to-day realities is, for the most part, overlooked. So, in
terms of discovering ideas for helping the counselor "cope", the litera-
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ture is somewhat meager. Brough and Bergstein maintain that generally,
researchers, writers and theoreticians have a tendency to be "ivory-tow-
erish" in their conceptions of secondary school counseling. They continue
to say that:
The counselor, as a professional, has been viewed as having a number
of obligations that impinge on his personal and professional growth.
One might well respond that there are enough day-to-day problems and
responsibilities now without talking about additional idealistic,
ivory-tower notions.
. . . the counselor as a person and a professional is the key vari-
able in treating present and future guidance and counseling ills.
Just as the counselor cannot be all things to all people, he cannot
be all things to himself.
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Donna Chiles, a former president of the American Personnel and Guidance
Association, makes a similar statement regarding our tendency to over-
look very important aspects of a counselor’s world. She says:
We don’t do enough in terms of really providing input to help mem-
bers of our profession upgrade skills, or to become effective change
agents in a structure. Most of our training doesn’t deal with the
arena in which you work. The social arena, the school community
and the larger community.
There seems to be, then, quite a discrepancy between how we teach
and write about counseling, and what really happens in the practice of
counseling in today’s school. But why is this so? Well, some writers
feel that this particular problem can be traced back to the training in-
stitutions and what happens there. Aubrey points out that most coun-
selor training programs concentrate on psychotherapy or psychotherapeutic
models as the basic foundation for the counselor-in-training. This focus
does a great disservice to the beginning counselor because these particu-
lar models just do not apply to what happens in school counseling. He
goes on:
Models and techniques which speak to ongoing problems of students
and counselors must be formulated, and not Pollyana-like schemes
which promise much but deliver little. Researchers and theoreticians
alike would be well advised to examine the sociological structure of
the school before suggesting counseling frameworks directly anti-
thetical to institutional norms and expectations.^^
Ponzo gives another account of the erroneous focus of counselor training
institutions :
Graduate training directed me to view counseling as dealing one-to-
one with individuals. With this tunnel vision type of definition,
I focused my energy on understanding individuals but paid scant at-
tention to larger groups that affect individuals. Today, I define
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counseling in a broader way. I define it as using one's personal
skills to marshal and manipulate whatever human and non~human re~
sources are required to facilitate the satisfying and joyous devel-
opment of an individual client or a client set, e.g. a counseling
group, work team, classroom, or family.
Almost from the very beginning, the practicing counselor starts
out at a disadvantage. Most of what counselors have studied in their
various training programs does not really prepare them for what will be
expected of them on the job. Often, the neophyte counselor experiences
a rude awakening which can be damaging to his or her future growth and
development in the profession. Boyd and Walter write about what can hap-
pen to new counselors just after graduate school:
The school counselor's career can be compared to the life of a cactus
plant: Both survive on a minimum of nutrients from the environment.
On completion of graduate preparation and the beginning of practice,
the counselor enters an environment offering few nutrients for pro-
fessional growth.
School counseling is so demanding in terms of competency that, given
satisfactory development opportunities, it takes years for a counselor
to develop the skills necessary to perform all professional functions
at a superior level of expertise. Without satisfactory opportunities
for development, it is unlikely that a school counselor's potential
can ever be reached. Like the cactus that does not receive needed
sustenance, professional growth stops and the counselor becomes a
stunted specimen.
The amount of disillusionment in the counseling profession seems
to increae exponentially from the moment of first entry into a secondary
school. First, there is the gap between what is learned in graduate
training institutions (the ideals) and what is found in secondary schools
(the harsh realities). Furthermore, this gap continues to widen with
each year of experience for the literature continues to reflect the ideals
in a fairly consistent way, and experience as a practicing counselor takes
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one further away from the ideals with each passing year. Is there any
way to narrow this gap? Let us hope so. Yet, it goes without saying
that this gap will always remain as long as those people who write and
teach about counseling, and those people who do the job of counseling
65in schools are mutually exclusive. Unfortunately, those people who
are working in the field do not publish regularly, but college profes-
sors do.
Hays offers this solution to the problem: "We need counselor
educators out in the field. Come break bread with us. Share our wine,
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our joys, our frustration. See how it is in the real world." Hays'
statement points the finger at counselor educators as being responsible
for the chaotic state of the profession. This really is not the case;
there are many factors which contribute to this condition (see Chapter
III). Besides, counselors in the field have a responsibility as well
in terms of updating, reconceptualizing and changing the focus of the
counseling profession as well as counselor education. All evidence points
towards more cooperative efforts between practicing counselors and coun-
selor educators in order to narrow the gap between the ideal and what is
real in the profession. In other words, counselor educators need
more experiences in the field and practicing counselors need to publish
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accounts of their experiences in the field. In this way, the real
needs of counselors as persons and as professionals will begin to emerge.
In the seventies , there has been a new call for more practical
ideas and suggestions which might realistically aid counselors in their
day-to-day functioning in schools. Furthermore, if counselors are to
become staff developers, psychological educators, change agents, human
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relations specialists, environmental engineers or whatever, there is a
serious need for practical ideas, ftiethods and structures which can help
counselors put the whole package together. Parker talks about this need
for something new: The results of the developments over two decades
was a large group of new and innovative techniques, some of which have
been soundly tested. But there has remained the need to find a structure
into which all of this could fit." ^ Goldman as well hints at the need
for an ill—defined something that might help us transform our bright ideas
into reality:
We have not proved to ourselves or consumers that we are using our-
selves in the most effective ways. We do need to try new roles and
new methods, at least, on an experimental basis; but at this point,
what I think we need most of all are ideas for implementing new
ideas . '
^
Secondary school counselors have a great deal to learn and prob-
ably as much or more to unlearn to meet the new demands in the profession.
However, whatever we may happen to come up with as ideas for the imple-
mentation of new roles or for better counseling services in secondary
schools, we must keep in the forefront of our minds that the counselor
is a person who deserves the utmost of respect and consideration, par-
ticularly in view of what he or she is trying to do or to be in second-
ary schools today. Otherwise, we will defeat ourselves, becoming our
own worst enemy. Vestermark and Johnson describe what they call the
"dispirited counselor" which has relevance here: "When the energy level
is thus diminished, the counselor experiences either a lowered sense of
contribution and worth or a feeling of being alienated from the central
t
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meaning of life."
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To suggost that secondary school counselors need counselors might
sound ludicrous to some, but the suggestion might not be that far-fetched.
In other words, what might help the profession at this particular time is
for each of us, as counselors or as counselor educators, to apply some of
our own counseling skills and expertise on ourselves as persons and as
professionals.^^ It is extremely important for us to fully realize that
our individual and collective sense of self is what will ultimately make
the difference in our struggle for survival professionally. So, why not
take care of our selves! Verstermark and Johnson share this view:
The counselor's concept of himself may indeed provide the seeds for
renewal. To be oneself without subterfuge, having the "courage to
be" in Tillich's phrase, during counseling and elsewhere, supplies
the solid and fertile ground in which self-renewal can occur.
In summary, it appears that the best recommendations in the lit-
erature are those which address the needs of the counselor as a person
first. Unfortunately, these writings are not plentiful in the literature.
One can easily find the "shoulds" and the "ideals", which are of course
very important, but perhaps not what is needed right now. What seems to
be more critical at this point is looking at the realities of counseling
in secondary schools. In other words, how can secondary school counsel-
ors be made to feel better about who they are right now? Brown and
Brown, for example, offer as a strategy something as simple as thinking
a positive thought a day to help build professional as well as personal
self-esteem. In addition, they talk about different ways of behaving
within the school environment that might bring about positive feedback
from school staff members and generate feelings of success in problem-
solving. There is a definite need for more suggestions and ideas of this
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kind which will address some of the more personal needs of today's coun-
selors. Hopefully, as counselors begin to feel better about being coun-
selors, new counseling behaviors will emerge. It is important for all
of us to keep in mind that new ideas, practices, methods, and strategies,
no matter how bright or innovative, are only as good as the person who
is using them.
Summary
In Chapter II, we have taken a look at the major trends and new
directions in secondary school counseling coming from the literature.
We have seen that, in general, counselors are being called upon to ex-
pand their services and influence to include all members of the school
community, and the larger community as well. Definite movements towards
teaching and training larger groups, including students, teachers, par-
ents, and administrators seem to prevail which is a move away from the
counseling process as a one-to-one experience. One of the major reasons
for this new trend is due to recent budget cuts and the increasing pres-
sure from school communities for counselor accountability. As a result
of these pressures, writers in the field have urgently recommended a
series of strategies that might lead to greater visibility and partici-
pation within the school community, and eventually greater counselor ef-
fectiveness. The rationale here is that because counselors are under
fire to demonstrate that what they do does , in fact, make a difference.
they must leave their offices in order to get to know their various pub
lies. So, now is the time for each individual counselor to show to the
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insinbsrs of ths school cominunity that hs or she is indeed a necessary en-
tity on the educational scene.
Recently, there has been some evidence in the literature that
suggests that there is something else needed to help counselors through
the myriad problems facing the profession today. In other words, most
of the major recommendations coming from the literature have been in ex-
istence for the last decade, but unfortunately not that much has changed
in terms of what counselors are doing in schools. One of the reasons
for this has to do with the fact that the writings in the literature as
well as the major recommendations coming from these writings are the work
of counselor educators for the most part, who are not practicing counsel-
ors. Practicing counselors, on the other hand, find that most of the
ideas and recommendations for improving the profession are too idealistic,
not at all applicable to the day-to-day life in secondary schools. That
is, to speak about counselors as becoming human development specialists,
psychological educators or human environmentalists makes a great deal of
sense in theory, but the realities involved in the implementation of
these new roles within the context of today's secondary schools is quite
a different story. For example, what body of knowledge do counselors
have or need to have in order to serve as consultants to staff or par-
ents? Or, what are some of the problems involved in the transition from
scheduling classes or hall monitoring which is familiar to most counsel-
ors, to teaching teachers human development or adolescent psychology
which is the unfamiliar? Are we really taking into consideration the
counselor's personal needs before we recommend methods or strategies for
improving the profession? Well, these are questions that must be
addressed
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by all members of the profession. Perhaps we will find that most of the
major recommendations in the literature are very practical in the long
run, but right now, maybe something else is needed.
In conclusion, we are at such a point in our professional his-
tory that we must be willing to look at the entire counseling process in
secondary schools as it really is, which includes its past and its future.
Our focus on the ideals of secondary school counseling has only served
as being one more frustration for the practicing counselor who knows
counseling to be quite a bit different from that ideal. One way to min-
imize some of these frustrations is to honestly look at what counseling
in secondary schools is all about. In other words, not just its parts
but what every practicing counselor knows as being his or her reality
when walking through the schoolhouse door—the total experience of sec-
ondary school counseling, the whole thing . Otherwise, the problems will
continue to multiply in catastrophic proportions, adding more complica-
tions to a chronically critical condition. In the following chapters,
we will look at some of the realities of counseling in secondary schools
in more detail as well as some possible strategies for overcoming the
condition we have called the counselor's dilemma.
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CHAPTER III
CRITICAL ISSUES AND PROBLEMS
IN THE PROFESSION
In Chapter III, we will examine the critical issues, problems and
questions facing the secondary school counselor today. We will try to
explicate how these issues, problems and questions create what we have
termed, the counselor’s dilemma. We will discuss the counselor’s dilemma
in two sections: 1) Issues in Counselor Identity and 2) Student Problems
in Secondary Schools. We will attempt to show that a careful look at
the unique combinations of problems that confront the counselor, both
internally and externally, point up the urgent need for something new and
iri the profession. Next, we will consider some possible ways
to overcome the counselor’s dilemma and its many crippling effects. Our
is essentially that counselor’s must develop a more positive self-
image as professionals. In addition, an expansion of the frames of
reference of counseling in secondary schools is necessary to enhance coun-
selor effectiveness as well as to bring forth new conceptions and defini-
tions of counseling in secondary schools. Last, we will talk about some
of the new needs that counselor’s have as they confront the complex pro-
blems of the present day.
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Counselor's Dilemma
Issues in Counselor Identity
What are counselors actually doing in secondary schools today?
In order to properly answer this question, we would have to spend a great
deal of time traveling across the country, talking with numerous people
and visiting a large number of schools. We might begin by interviewing
counselors themselves about what it is that they do in secondary schools.
Or, it might be even better to follow or to "shadow" a few of these coun-
selors around to see for ourselves what counselors are doing each day. To
add to the picture, we would probably ask the other members of the school
community how they view counselors as well. We might talk with teachers,
parents, administrators and of course, students to get their impressions
of the kinds of things counselors do. After gathering all of these var-
ious data, it will become clear that what counselors are doing in secondary
schools today depends upon the individual counselor, the school and the
community, which results in a variety of interpretations of the counselor
role and function. Therefore, to generalize about the role and function
of counselors in secondary schools becomes nearly impossible. Moreover,
we would find that the counselor is without a doubt the most misunder-
stood presence in the secondary school today. In short, the counselor
lacks a true identity.
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The issues in counselor identity have plagued the profession
almost from the very beginning, although they did not come to the fore-
front until the mid-fifties. As we mentioned in the Introduction of this
paper, the role of the government has been extremely important in shaping
the profession of secondary school counseling. That is, the counselor
has taken on several pseudo-identities as a result of government legisla-
tion alone. A counselor’s professional training and theoretical orienta-
pl^y ^ significant part in adding to the confusion over counselor
identity. For example, Rogerian counselors might look at secondary school
counseling in one way, while counselors trained in Behavior Therapy might
carry out the job in a totally different way. In addition, it is possible
for counselors who were not only trained in different theoretical orienta-
tions but in different decades as well to be a part of the same counseling
staff. Last, yet perhaps most significant, the expectations of the var-
ious individuals within the school community have greatly contributed to
the fragmentation and splintering of the professional identity of the
secondary school counselor.
Hill^ talked about these environmental factors as being "role
determiners." In his research, he discovered that the role and function
of the secondary school counselor is heavily dependent upon others’ ex-
pectations and perceptions of the role. Katz'^ found similar results, but
refers to these various environmental factors as "interacting pressures."
He cited the following "interacting pressures" that have a significant
influence upon a counselor’s identity:
1. Values and requirements of the community or larger society;
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2. The expectations of pupils and their parents;
3. The needs and demands of the school setting i.e. teachers, admin-
istrators, and other counselors;
4. A counselor's professional training and affiliation;
5. His/or her own personality i.e. self-concept, values and experience.
At best, the counselor can be considered to be chameleon- 1 ike
,
changing
textures, shapes and character to suit those with whom he feels most con-
nected or to suit those who are most influential at the time. Katz has
created a useful metaphor to dramatize this precarious existence:
In trying to perceive and play his role, he is like an actor on stage
surrounded by prompters. Even though he may not have faltered or
solicited any help, all these prompters simultaneously may throw him
different lines. How can he decide which script to follow?^
How has this state of confusion affected counselors? In a survey
conducted by Nelson and Fredrickson,^ six hundred full-time counselors in
Michigan and Massachusetts were asked to specify three questions that they
would like research to answer for them. It was found that role clarifica-
tion was the most frequently submitted response. The evidence from this
study strongly suggests that counselors are feeling the need for a more
definitive professional identity. It is conceivable that counselors are
asking for help in defining their professional identity for their own
protection as well as their own survival. For example, Stefflre^ views
the lack of counselor identity to be a major cause for the lack of com-
mitment prevalent in the field. He feels that the lack of identity and
the subsequent lack of professional commitment is particularly damaging
to the newcomer in the field. He continues:
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The counselor-in-training or the teacher accepting a counseling job
cannot have an emotional and psychological commitment to the task
of the counselor for it has not yet been clearly defined and accepted
throughout the profession. What is done under the name of counseling
is diverse and many splendored. Professionalization will require a
degree of consensus regarding the appropriate functions of the school
counselor.
°
Sorensen^ echoes this same concern but he sees the need for a more clear
or identity, for the secondary school counselor as a much more serious
matter survival. He says: "If it (counseling) is to survive as a signif-
icant part of the educational interprise, school counseling must become a
more rigorous and better integrated discipline. Our role in the school
system must be clarified."
Q
Ivey and Robin° talks about conditions for successful counselor
performiance in secondary schools. They emphasize the importance of the
counselor communicating his or her perception of the counselor role to
the members of the school community. They feel that if a counselor cannot
communicate the counselor role clearly, the chances of performing success-
fully as a counselor are seriously lessened. Ivey and Robin also recom-
mend that counselors employ the use of a role theory which will serve as
a model to aid counselors in their understanding of the school environ-
ment, particularly others' perceptions of the counselor role. Yet, one
might wonder if counselors can articulate their perceptions of the role
clearly, given the precarious nature of their professional development.
In other words, it would seem that the counselor’s ability to articulate
his or her own perceptions of the role has already been seriously under-
mined by the conflicting expectations of others. We will come back to
this point later on in the discussion.
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In summary, counselor identity, or role clarification, is ex-
tremely necessary for counselors in terms of professional growth and
development, but perhaps even more important today, for the counselor's
own survival. The urgency surrounding the survival issue has greatly
contributed to the condition that we have called, the counselors dilemma.
That is to say, the secondary school counselor has become a seriously
problematic entity, with myriad seemingly unsolvable problems of identity:
Who am I? Which way do I turn next? Who am I really supposed to serve
anyway? Is there a place I can call my own? Does anybody know, or even
care, what I am going through? These are just a few of the questions
facing the counselor today, each one reflecting in some way a state of
professional emergency. We can further illustrate this aspect of the
counselors dilemma by the following conversation between an inquisitive
observer and a secondary school counselor:
—Observer: What do you do in schools?
—Counselor: Whatever they tell me to do.
—Observer: What are you supposed to do?
—Counselor: It depends upon who you ask.
—Observer: Well, what do you want to do?
—Counselor: I am not sure anymore.
—Observer: Then, what do you need to do?
—Counselor: Figure out how to save my own neck'.
Well, before we get into some of the ways that a counselor might save his
own neck, let us look at some of the other aspects of the counselor's dilem-
ma which come about as a result of the overwhelming problems facing second-
ary schools today.
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Student Problems in Secondary Schools
Secondary schools generally are in trouble. Students are growing
more weary and unhappy as the years go by. The teachers as well seem to
become more alienated as they accumulate years of experience. Parents
express deep feelings of discontent about what is happening, or what is
happening to their children in secondary schools. Administrators seem
to be at a complete loss in terms of what to do to properly guide the
sinking ship out of these deep, troubled waters. Everyone seems to be
frustrated with what they see, and with what they experience in today's
secondary schools, not quite knowing where to go next. There are just
no immediate solutions. As a result, most of members of the school com-
munity have become the victims of each other's blame. That is, parents
blame the school for failing to give their children an adequate education.
The parents and school people blame the government and so on. The truth of
the matter is that we have all contributed to the present state of the
secondary school and it will take all of us to do something about it.
Let us have a closer look at the secondary school to find out if they can
really be so unbearable.
According to Silberman, high schools (secondary schools) are joy-
less, repressive and even mindless:
Because adolescents are harder to 'control' than younger children,
secondary schools tend to be even more authoritarian and repressive
than elementary schools; the values they transmit are the values of
docility, passivity, conformity and lack of trust. These unpleasant
attributes might be tolerable if one could view them, so to speak,
as the price paid for *a good education'— good, that is to say, in
academic terms. Such is not the case .. .mindlessness affects the
school curriculum every bit as much as the elementary curriculum.
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John Holt, in his book Freedom and Beyond
,
gives his impressions of a
documentary film entitled, "High School” by Frederick Wiseman, which
sheds more light on the mood in secondary schools. He says:
What is most striking and terrible about this school, as we see it,
and typical of most schools even more than the boredom and mindless-
ness, is the unrelenting and merciless attack it makes on the dignity
and self-respect of the students. In countless ways, they are
taught to believe that they are worthless; that they have no rights
and deserve none; that even to imagine that they might have some
rights, some individuality, some dignity is itself a kind of a crime.
William Glasser gives yet another account of the pain and the alienation
caused by secondary schools
:
Children without high internal and external motivation feel the pain
of impersonal secondary education more acutely than children with
greater motivation. It is my belief.
. . that children with low mo-
tivation feel so much pain that they withdraw from school either
physically or mentally. Giving up trying to become involved, they
accept school as an impersonal place that does not contribute to
fulfilling their needs. The motivated students react to the pain
by trying harder; the others get rid of the pain by failing and drop-
ping out.^1
How does the state of secondary schools contribute to the counsel-
or's dilemma? Unfortunately, the state of the secondary school and how
people feel about it has a great deal to do with the counselor. That is
to say, feelings of alienation, mindlessness, pain, passivity, and bore-
dom permeate the total school environment, stifling life in epidemic pro-
portions. All of these feelings make their way into the counselor’s of-
fice in one form or another. For example, they might enter the counsel-
or’s office in the form of students complaining about the meaninglessness
of their school experience and even more, of their individual lives. Or,
perhaps a teacher might casually drop in to say that he feels emptiness
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in himself, in his courses and even more in the students, surmising that
he no longer has it” as a teacher. In another conversation, the coun-
selor might hear the principal express grave concern over the increase of
student absenteeism, or the growing amount of drug traffic in school, or
pervading apathy among staff members. Parents as well may come to the
counselor, particularly after reviewing their child’s report card, to de-
mand that something be done to better educate their child. They often
come desperately clinging to the hopes and dreams they have for their
children of learning to live productively in a nuclear age.
These are the ways then, that the overall state of the secondary
school affects the counselor. These feelings of frustration, discontent
and alienation make up the counselor's daily living context. As one can
imagine, this barrage of emotions leaves the counselor in a state of over-
whelming bewilderment. As they quietly huddle amongst themselves, sharing
each other’s pain and grief, counselors struggle to stay afloat as the
flood of impossible expectations, unsolvable p-roblems and unanswerable
questions keeps pouring in steadily and unmercifully. This serious con-
dition creates the other part of the counselor’s dilemma: How do I do
all that is expected of me? Where do I find the time to really help?
Even if I had the time, where would I begin?
Would it not simplify things though if the counselor only concen-
trated on helping students? Isn’t this what counselors are for anyway?
Well, let us look at what helping students is all about today. In the
seventies, the process of growing up is more complicated than it has
0ver been before. Students for the most part have already experienced
some of what ’’life” can bring if only on the television screen. For
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example, some students experienced the Vietnam War as a television view-
er. They watched the Watergate hearings and the resignation of our na-
tion s president as if it were another television special. Coming closer
to home, they have searched their pockets for overlooked change to pay
for a single gallon of gasoline for their car or cycle. They can remem-
ber when it cost half as much. They have overheard their older brothers
and sisters express anger over their disillusionment that a college di-
ploma would really make a difference in finding a job. Many students
have watched the suble changes in the meals at the dinner table due to
inflated food prices, or even worse, due to father's recent lay-off.
Furthermore, many students today actually live the change in values and
morality that stunned the sixties. In other words, much of what students
only a decade ago would look forward to doing when they become adults,
students today have already done. Indeed, times have changed, and just
about everything else has too. Even more disturbing, it is still happen-
ing and it will continue.
So, to get back to our earlier question about counselors only
working with students in order to simplify things, we can say that to
really help students has never been a simple matter. Moreover, helping
young people through the difficult stage of adolescence, further compli-
cated by our nuclear age, happens to be a challenge unprecedented in our
educational history. For example, how do you talk about the importance
of future planning when most students can cite evidence where it did not
make any difference? How do you combat student cynicism about properly
choosing one's vocation or career when some students have at least one
parent who has been out of work for over a year? How do you emphasize
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the importance of a college education when it is rapidly becoming common
knowledge that a B.A. is almost worthless on the job market? And, where
do you begin to stress the importance of and the beauty of humanism when
students, without blinking an eye, can list several acts of inhumanity
that they live with every day, i.e. racism, sexism, corruption, violence,
and so on? Moreover, how do you generate excitement about life itself
when so much of what students have already experienced suggests that
things are just going to get worse? So, if we keep in mind then that
the majority of the counselor's time is spent trying to help students
make important life decisions, the complexity of the task becomes more
apparent
.
Of course, trying to decide what we want to do with our life
when we grow up has never been easy. We can all recall a personal crisis
or two around this issue. But, today, the intracacies involved in future
life planning are in some ways insufferable, particularly for young
people. Walter Miller, an anthropologist, talks about the inability to
set goals in the future as a lower class phenomenon:
Many lower class individuals feel that their lives are subject to
a set of forces over which they have little control. These are not
directly equated with the supernatural forces of formally organized
religion, but relate more to a concept of "destiny", or man as a
pawn of magical powers. Not infrequently, this often implicit world
view is associated with a conception of ultimate futility of directed
effort towards a goal. . .
One can easily see that this is not purely a lower class phenomenon, but
applicable to all classes although probably for different reasons. For
example, a lower-class youth has only experienced life as an uncertainty,
where day— to—day living was the only thing he or she could really count
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on, or where the "good life" was purely a matter of luck, certainly not
a matter of future planning. These images of life were substantiated
by one s parents where underemployment or unemployment was a very natural
part of the game of living. The middle-class youth, on the other hand,
had grown accustomed to continuity in life. They were no less than cer-
tain that planning ahead would reproduce life only as they had known it
bhe past, i.e. wealth, status and security. Today, however, the un-
certainties of life have exploded through the class barrier, devastating
the rich as well as the poor. The middle-class youth, who a few years
back was proud to follow in father's footsteps, is not at all sure that
this is the right thing to do. The lower-class youth, who thought that
things couldn't get any worse have been flattened again by the fist of
fate
.
It can be said then, that the impact of present day living, both
culturally and historically, has had an unparalleled impact upon the
young people's ability to focus on future images of themselves. For ex-
ample, Erik Erikson points out that: "... cultural and historical
change can prove so traumatic to identity formation: it can break up
13
the inner consistency of a child's hierarchy of expectations." As a
result of this trauma, many young people have a tendency to retreat into
themselves, trying to escape from the uncertainties of the imposing fu-
ture, and to hold on to the more acceptable present. Singer extends
this idea when he writes
:
. . .
future-role images, particularly occupational ones, feedback
on the present and help to socialize the individual to his or her
future role; since some individuals do not have crystallized views
of themselves in the future—something that the present temporal en-
vironment may encourage—some will be permanently trapped in an
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expanding present, out of their own control. When future shock
occurs when time is telescoped because of the rapidity of change
—
planning long-range goals becomes difficult. Frequently, there is
a reversion to short-term goals—and to pessimism about one's own
future role.^^
We have looked at just a few of the explanations of the difficul-
ties facing young people today. Yet, the answers to the complex questions
and the solutions to the many problems in educating young people still
remain to be unknowns. Perhaps they will alwavs be. Nevertheless, the
counselor in secondary schools is continually confronted with the complex-
ities and intricacies of young people trying to find their way in an in-
creasingly complicated world, and even more alarming, in a harshly de-
structive school environment. The ultimate question that counselors must
attempt to answer is: How do you help young people find meaning in their
lives so that they may want to become as much as they possibly can in a
world where change is the only constant? Not knowing where or how to be-
gin to answer this question is another critical part of the counselor's
dilemma. Yet, in all fairness to the counselor in secondary schools, the
challenge awaits us all!
The Counselor's Dilemma
—
Extinction or Evolution?
The two aspects of the counselor's dilemma have created a real
catastrophe in the profession. We can best summarize the counselor's di-
lemma, in its entirety, by the following allegory about a village doctor:
Once upon a time, there was a doctor who lived in a small village.
The doctor was everybody's friend, which made sense, of course, be-
cause he usually did the things that everybody wanted him to do. He
1
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would bandage children's cut fingers as well as deliver new babies
in the middle of the night. He would offer pills and tonics to any
and all who would come to his office for friendly advice. Then, one
day, a new kind of sickness took over the village, infecting mainly
the young, but some of the old as well. The villagers called upon
their friend the doctor in droves. The lines in front of the doc-
tor's office grew longer and longer each day. Inside, the doctor
was feverishly trying to treat each case of the suffocating disease,
but to no avail. There were just too many sick people. Not only
that, but the medicine and techniques, which at one time seemed to
work fine, were no longer working. As a result, many people after a
while didn't even bother to come anymore even though they weren't
feeling any better. The doctor began to lose more and more friends
as the time went by. He became sick himself from overwork and he had
caught the disease as well. At the town meeting, they decided to ask
the doctor to leave the village because he couldn't cure the sickness.
After hearing this news, the doctor pleaded feebly, "But I never said
I could do everything, and always knew that I couldn't. It was you
who thought that I could and I of course tried to oblidge. Now I am
wondering myself if I'll ever be able to cure anyone again." The
mayor of the village looked at the doctor and said rather sternly,
"In the past, we never really needed a doctor like we need one today!"
So, the counselor in secondary schools today is very similar to
the village doctor. The sets of problems, both internally and externally,
have placed the counselor in a very dangerous position. In fact, after
assuming many roles and functions in the secondary school, the counselor
must confront the possibility of extinction after only forty years of
life. The issues of counselor identity, and the steady stream of complex
problems in secondary schools, both of which were casually discussed in
faculty lunchrooms and graduate seminars not too long ago, have now mush-
roomed into a harsh reality: possible extinction. Sorensen predicted
this state of affairs over a decade ago when he said: "In times of great
change, organisms and institutions that are unable to evolve become ex-
tinct. It is time for the school counselor to look to his own evolu-
tion." In essence, each counselor must face a very painful reality:
evolve or perish!
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There is a bit of irony in the counselor’s present predicament.
In other words, from the very beginning, the counselor has never been,
to use a colloquialism, "his own man." He has always marched, or even
better, stumbled to the rhythms of the others' drumbeat. The counselor
would try to somehow fit himself and his background into the unique con-
text of each school and each community. In doing so, each counselor,
each school environment, and each community formed a unique bond or or-
ganism very different from any other. So, it stands to reason then that
when counselors are asked how they see the role of counselor in secondary
schools, there will be vast differences in perceptions. How could it be
anything else? Furthermore, in terms of today's problems in secondary
schools, they are nothing short of being overwhelming for all persons in-
volved, including teachers, parents, administrators, and students as well.
Moreover, these problems are not just school problems as they are problems
facing all of humanity. Together, we must try to find solutions to some
of these problems if we are to survive in the world of tomorrow. So, it
is indeed ironic that the counselor, who was originally conceived as a
caretaker of the human concern, may end up facing his own extinction,
being extinguished by those he has tried to serve.
Summary
In summary, the counselor’s dilemma has been discussed in two
parts. The first part had to do with an internal set of problems facing
the counselor in secondary schools based upon problems and issues in pro-
fessional Identity. Historically, the counselor role and function has
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been a reflection of many outside forces resulting in a multitude of
role interpretations. Unfortunately, the lack of a professional identity
has seriously weakened the commitment to the counseling field. The second
part of the counselor s dilemma is more external in nature, centering
around the overwhelming problems facing secondary schools today. As a
result of these problems, students, teachers, administrators, and parents
come to the counselor with a range of problems and questions unexampled
in our educational history. What has happened then is that these two
sets of problems have converged, creating a serious predicament that we
have called the counselor's dilemma. As a result of this predicament,
school communities are now beginning to question the need for counselors
due to their diffusive role image and due to their ineffectiveness in
solving today's problems. In brief, the counselor is rapidly becoming
an "endangered species." The timing could not have been worse. At a
time when we need them the most, counselors may soon become a thing of
the past.
Of course, one could easily argue that maybe we should be looking
at secondary schools instead of eliminating counselors. One could ask:
Is it really fair to make counselor's shoulder the bulk of our burden?
Perhaps it is not. However, there is no longer time available for de-
bate; the seriousness of the condition transcends the need to blame.
Besides, it is more important to consider the fact that secondary schools
are a reality. That is to say, although the amount of evidence to in-
dict schools has risen astronomically, both in the literature and in the
secondary school drop-out rate, for some mysterious reason, secondary
schools still continue to exist. Every September, even if it means
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something as drastic as calling in federal troops, and even if it requires
unprecedented compromises, and in certain cases threats, to offset ram-
pant teacher strikes, the schoolhouse door opens for another academic
year. Maybe someday we will decide to do something else, but until then,
secondary schools, or schools in general, remain to be a part of our
lives the lives of our children. If we can accept this for now, perhaps
we can discover some ways to make secondary schools much more livable.
Young people desperately need whatever we can give to accomplish this
§0^1 • Furthermore, it is the writer *s belief that counselors can emerge
to lead the way toward a healthier secondary school environment.
Overcoming the Counselor’s Dilemma
Crippling Effects of the Counselor’s Dilemma
Overcoming the counselor’s dilemma is indeed a colossal task for
counselors, both in scope and magnitude. One might wonder if counselors
have the strength to undertake such a challenging effort. To say the
least, counselors have been seriously crippled in their ability to func-
tion by the impact of the counselor's dilemma on their professional
lives. Let's have a look at some of these crippling effects. First,
the long years of controversy over the proper role and function of sec-
ondary school counselors has deprived counselors from ever having, or
feeling a sense of professional well-being, pride and dignity. John
Gardner gives us some insights about the effects of deprivation upon our
lives which is relevant to the counseling profession at this particular
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time: "People under severe deprivation are not free to experiment and
to try new ways of doing things. What we are trying to say here is
that a state of "severe" professional deprivation, over the years, has
inhibited counselors from experimenting and trying new ways of behaving.
Because it is so important that counselors experiment with new ways of
doing things in order to overcome the present dilemma, this is a critical
problem to be addressed.
Second, with the threat of extinction looming, more commonly re-
ferred to as joblessness, many counselors’ attitudes have been jaded to
such an extent that saving their own necks" has taken precedence over
helping another which unfortunately erodes support among colleagues as
well. As we all know, this attitude is not only tremendously unhealthy
and destructive to the helping process, but it also castes a gloomy air
of doubt in terms of the counselor's readiness to do some new and differ-
ent things. Combs, Avila and Purkey support these findings in their
statement
:
Almost everyone is aware that when he feels himself threatened, his
first reaction is to defend himself in every way he can. What is
more, the greater the degree of threat to which he is exposed, the
more tenaciously he holds to the perception, ideas or practices he
already has. Under the experience of threat, people find it almost
impossible to change.
We can easily understand how debilitating the effects of threat can be
to the secondary school counselor who has already been undermined, his-
torically, as a true professional. It seems then as the pressure from
the environment intensifies, the less chance the counselor has of over-
coming this problematical state.
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In addition, because the counselor does not feel understood, or
in any way accepted, he or she is unable to create an atmosphere that
is conducive to helping students feel understood and accepted which un-
fortunately Inhibits growth in students and in counselors as well.
C^^^huff talks about the importance of high levels of facilitative con-
ditions, or positive counseling environments:
Not only do high levels of facilitative conditions enable the helper
to understand who the helpee is and at what level of development he
is functioning but they also give the helpee the experience of being
or having been understood. Both ingredients are keys to establish-
ing a relationship that might lead to further growth and development
on the part of the helpee.
So, because counselors have not been in the proper state of mind to create
positive counseling environments, many counselors have been denied the
feelings of joy and satisfaction that come from being able to help a
student solve problems or to help a student better understand himself
or herself.
Last, perhaps the most serious problem accompanying the counsel-
or's dilemma is the counselor's lack of trust in self. Because the role
and function of counselors in secondary schools has been heavily influ-
enced by outside forces, the counselor seems to exist only in response
to the demands of others which has resulted in a serious denial of the
counselor's own self. It has become more important, then, to think and
feel and behave as others believe counselors should think and feel and
behave. Obviously, the lack of trust in self that many counselors feel
is critically detrimental to a profession whose main objective, regard-
less of specific "school", theory or technique, is to build confidence
and trust in the lives of others. That is to say, if counselors do not
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feel a trust in their unique selves as individuals, more than likely
they will be unable to help build self-trust and self-acceptance in the
lives of others. The literature is replete with evidence that says a
trust in one’s own self and an acceptance of one’s own self as a worth-
while human being are essential ingredients in counselor effectiveness.
Carkhuff states this idea concisely: ’’The degree to which the helper un-
derstands and accepts himself is related to the degree to which he under-
stands and accepts others.” Furthermore, recovery from the counselor’s
dilemma will be a long and often lonely journey which will necessitate a
strong belief, understanding and trust in one’s own self. In other words,
because the counselor will encounter many unknowns and uncertainties along
the path towards professional health, there will be nothing else at times
but the counselor’s own self that' can maintain the necessary momentum to
continue.
Choosing Self as a New Beginning
So, where do counselors begin? This is a difficult question to
answer. In fact, it would probably be better to leave this question un-
answered in the collective sense. We must remember to guard against de-
claring universally what counselors should or should not do in order to
go about doing an effective job of counseling in secondary schools. His-
tory has taught us that this mentality has led the counselor down a de-
structive rather than a constructive path. So if we can, we must leave
this question to be answered, more specifically, by the individual coun-
selor who is best suited to provide appropriate answers to the question
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in terms of his unique experience and context. In a very general sense,
we can suggest that a counselor might begin from within self and move
outwards into the environment. It seems to be critical at this point
that counselors begin to use their own selves as the primary source in
making decisions about how to manage the job of counseling in secondary
schools. We must support and encourage these efforts wherever possible.
Furthermore, as counselors, we have an abundance of resources
available to help us make that first step towards our renascence as pro-
fessionals. First, we are involved in helping individuals strive for
more positive and productive lives. In other words, somewhere within
most of us, as counselors, there is a deep belief that people, when
"given a chance," can and will improve their lives. Eric Fromm writes
about this in terms of a natural thrust toward mental health:
. . . the striving for mental health, for happiness, harmony, love
productiveness, is inherent in every human being who is not born as
a mental or moral idiot. Given a chance, these strivings assert
themselves forcefully, as can be seen in countless situations
.
We must give ourselves this chance—a chance to get better, to improve
and to become more productive as professionals. In order to do this,
perhaps we should put the identity issues and the role questions aside
for a while and just be ourselves! Besides, the confusion and the de-
bates over the proper role and function of the secondary school counselor
have already consumed too much of our much needed energy.
Can it really be this simple—just being ourselves? Well, the
idea itself is quite simple, but to really be oneself requires energy,
dedication and courage. In addition, the transition from a dependent
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way of functioning to a self-directed, independent way of functioning
as counselor will be a steady uphill climb. Many of us have experienced
the agony and pain involved in the process of becoming oneself in our
work with students as they struggle toward adulthood. For adults, the
process is similar. Rollo May talks about the process of becoming in
adults. He says:
For adults, then, who are engaged in rediscovering themselves, the
^^ttle is centrally an internal one. The struggle to become a per—
takes place within the person himself
. None of us can avoid
taking a stand against exploitative persons or external forces in
the environment, to be sure, but the crucial psychological battle
we must wage is that against our own dependent needs, and our an-
xiety and guilt feelings which will arise as we move toward free-
dom.
These comments are extremely helpful in that they suggest that the main
battle that the counselor will have to fight is within himself or her-
self. In the beginning anyway, counselors need not concern themselves
with external forces, meaning the other members of the school community,
because the real conflict is an internal one. Why not look at this as a
blessing in disguise because it really simplifies things? That is to
say, it brings forth the realization that counselors, in fact, have the
power to change the course of their own professional careers. If coun-
selors can fully accept this realization, then they will have taken the
first step towards overcoming the counselor's dilemma.
Carl Rogers contributes to this wave of thinking in an article
entitled, "To be that Self which one truly is." Although he talks about
this process as being mainly applicable to single individuals in therapy,
he feels that it would probably make the same kind of sense for a group,
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or even something as large as a nation. Let us find out if this process
is at all applicable to the secondary school counselor in his search for
new meaning in the profession. Rogers writes:
It means that as he moves toward acceptance of the "is-ness" of him-
self, he accepts others increasingly in the same listening, under-
standing way. He trusts and values the complex inner processes of
himself as they emerge toward expression. He is creatively realis-
tic and realistically creative. He finds that to be, this process
in himself is to maximize the rate of change and growth in himself.
He is continually engaged in discovering that to be all of himself
in this fluid sense is not synonymous with being evil or uncontrolled.
It is instead to feel a growing pride in being a sensitive, open
realistic, inner-directed member of the human species, adapting with
courage and imagination to the complexities of the changing situa-
tion .
Without a doubt, this is a prescription written especially for the ailing
secondary school counselor. That is, if the counselor can grow to be
more .accepting of his or her ovm self, then he or she will also become
more accepting and sensitive to others. In the counseling process, this
kind of acceptance and sensitivity, both of oneself and of others, can
never be overestimated. It follows then that as counselors become more
sensitive to the needs of others, the better able they will be to solve
the problems that others may have. In addition, qualities like openness,
inner-directedness
,
creativity, pride, and sensitivity are natural in-
gredients for effective counseling. As important, the idea of "adapting
with courage and imagination to the complexities of the changing situa-
tion" is critical to successful counseling in secondary schools today.
The point we are trying to make here is that the secondary school envi-
ronment is not only filled with complexities but it is also continually
changing. For the counselor to be effective in this type of setting, he
or she will have to adapt in order to meet the changing needs of the
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school community. So here again, we have evidence that suggests that
the counselor's first step in overcoming the counselor's dilemma is to
be one's own self.
point in the discussion, there is probably a very impor-
tant issue that comes to mind. It resembles the age-old debate over
which comes first, the chicken or the egg. In other words, does the
counselor first have to build up a stronger sense of self, a greater de-
gree of self-acceptance and trust before he or she can begin to solve
some of the pressing problems existing in secondary schools? In many ways,
it would seem so. However, it appears that this may be a luxury that we
cannot afford today. Unfortunately, time is running out. If at all pos-
sible, the counselor will have to attempt to overcome the crippling ef-
fects of the counselor's dilemma at the same time he or she is attempting
to solve the many problems within secondary schools. To some counselors,
this may seem to be an impossibility, given the complex problems in
schools today as well as the weakened condition of the counselor. Yet,
the two sets of problems are conveniently interrelated in their solutions.
We can demonstrate this idea by asking the other part of the chicken and
egg debate: Is it possible that as counselors become more effective
problem-solvers in secondary schools, they will experience a greater de-
gree of self-acceptance, self-confidence and trust in their individual
selves? Yes, it is very possible indeed. What we are saying here is
that as counselors become better able to solve school problems, they
will begin to experience feelings of professional pride, relevance and
importance. However, we must keep in mind that although counselors can,
in fact, become better problem-solvers, many of the problems facing
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schools today will require much more drastic measures to solve them.
That is, the problem-solving process will involve all members of the
school community, particularly those members of the community who make
the decisions. Secondary school counselors are only a part of this
much larger effort, but hopefully an integral part.
Toward More Effective Problem-Solving
in Secondary Schools
It would be rather presumptuous for us to talk about what counsel-
ors should do to achieve greater degrees of effectiveness in solving prob-
lems within secondary schools. Although many leaders in the field have
done so, for better or for worse, we will not. Again, what should or
should not be done depends totally upon the individual counselor and the
specific context in which he or she works. As we have tried to show ear-
lier, all decisions regarding what to do about certain problems must start
from within the individual counselor. If this is not the case, we will
soon find ourselves back in the midst of a serious crisis. The only
thing we can really do is to share our unique experiences with one anoth-
er, hoping that another individual will find our experiences helpful or in
some way meaningful. Carkhuff and Berenson offer an interesting comment
that applies here: "Man cannot create with someone else's experience
.
In this spirit, each counselor must create his ovm way to solving the
many problems existing in secondary schools. However, this does not mean
that we cannot be helpful to each other and that the ideas, strategies
and techniques that have been helpful to one cannot be helpful to another.
Keeping these thoughts in mind, we will continue our discussion.
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The review of the literature suggests that the frame of reference
of counseling in secondary schools may need to be expanded to include the
total school community and its various members. To counselors, most of
whom are already overworked, this idea may sound absolutely absurd. It
is true that at first glance, it appears to be a great deal more work.
However, if we look at this idea more carefully, and its effects over the
long run, it can be a time saver. And, as most counselors will readily
agree, anything that might save that precious commodity called "time" is
certainly worth considering. For example, let's take a teacher who is
having problems with students in a particular classroom for some unknown
reason. There has been a breakdown in communication and the teacher's
only recourse is to become more authoritarian, removing several students
from the class. It is possible in cases like this for a teacher to re-
move up to twenty students within a given year. All of these students
eventually end up in the counselor's office either to complain about the
teacher or to ask for a new class. So, is it more productive to handle
the problems one by one as they cone into the office? Or, is it better,
over the long run, to spend time trying to get to know the teacher and
the specific classroom environment? We are saying that it might be more
worthwhile to work with the teacher within the context of the classroom,
particularly if we are trying to create healthier environments for stu-
dents to learn. Furthermore, if the counselor should decide to work with
the students who were removed from class, outside of the context of the
classroom, might the counselor be overlooking a source of future problems?
In other words, do we have to wait for the other students remaining in
the class to become problems before we offer help? Let us hope not.
E. G. Williamson, in a speech at the Second Annual Conference of the
Ontario School Counselor’s Association, adds this helpful insight:
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The training of counselors is limited to the dyadic relationship.
They do not know how to counsel a recalcitrant teacher who exagger-
ates, if not causes more therapeutic cases than can be handled by a
therapist; or a dictatorial principal and some deans of students!
No, instead of isolating in the dyadic relationship of one to one,
we need to branch out and become one vector force in setting the
climate of the school. 25
Banks and Marten speak to this same point:
The time has passed when the counselor can sit in his office waiting
for students to come in and still call himself a "helping profession-
al." The counselor must have a clear concept of what issues or in-
stitutional practices are causing problems for clients and other. 26
To say how much time a counselor should spend with students or
how much time a counselor should spend with other members of the school
community, or even paperwork for that matter, would only add to the con-
fusion already existing in the literature about the most ideal time al-
lotments for specific counselor functions. The only thing that can be
concluded from a review of the literature is there are differences of
27
opinion on this issue. However, it might be to our advantage not to
look at these various time allotments for specific functions to be as
fixed or irreversible units. For instance, is it possible to look at
the amount of time one spends doing certain functions as based upon the
needs of the school community? In other words, there might be times when
one hundred percent of a counselor's time is spent working directly with
students. At another time, a counselor might spend a comparable amount
of time working with staff to develop certain kinds of counseling skills
for example. The main point that we are trying to make here is that
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problem-solving is a fluid process. Therefore, if we are going to be-
come better problem-solvers in secondary schools, we have to be willing
to try many new things, time allotment flexibility being just one of
them. It is conceivable that what a counselor decides to do this year
will be totally tossed out next year or even next month, if the needs
of the school community are not being met. To overcome the counselor's
dilemma, the emphasis must be on trying new things out, not on rearrang-
ing our present habits or our past limitations.
To sum up where we have come thus far, we can say that in order
for counselors to become more effective at solving problems in secondary
schools, counselors will have to leave their offices and become more ac-
tively involved with the environment within which the student learns.
Dworkin and Dworkin summarize this call for action with compassion:
Counselors can sit in the sidelines and hope that everything turns
out all right, or they can become actively involved and try to have
an impact in the direction of the change process and the means by
which change will occur. Of course, to become involved and commit-
ted to change may result in failure; but if we do not try, there is
a good chance that we will soon cease to be functional and will lose
our jobs to others who can make a difference. To continue to act as
we have in the past will ultimately lead to professional suicide,
for these are desperate times.
We have suggested that the frame of reference of counseling, as we most
commonly know it, be expanded to include not only students but the other
members of the school community as well. As the counselor becomes more
familiar with the school environment and, of course, the people who make
up that environment, he or she will be better able to identify the most
critical problems affecting the total school environment. As the
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problems become more accurately identified, the solutions that follow
will be more effective.
Some counselors might feel that this kind of exploration into
the environment takes away from the students. Certainly, this is true
if a counselor has practiced counseling as an office-based process. One
of the most discouraging things that a needy student can find is an empty
®sp®cially in times of crisis. Furthermore, we are not in the
least way suggesting a total abandonment of office—based counseling for
students. However, we must face the fact that direct service to students
in our offices in many cases may not be the most effective method of solv-
ing student problems. Even if we are among the counselors who have
achieved a high degree of effectiveness in office—based counseling, there
is just too much going on in the school environment to be ignored; and
there are too many unhealthy conditions "out there" keeping our offices
filled with the cries and woes of helpless, unhappy young people. We
must be willing to go beyond just making school a bearable experience for
our students. As Adams points out, there is more to effective counseling
than being good listeners, or being "humane":
School counselors, at best, help to make school tolerable for stu-
dents; they do not change the essential nature of the school.
If we begin to act before we develop an awareness of the oppressive
nature of the status quo, we will again fall into the progressive
trap of believing that it is enough that our actions be humane. We
must not continue to be mandarins—unaware of the long-range effects
of our actions continuing to make oppressive structures function.
To use the analogy of the village doctor once again, we must not continue
to hand out sugar pills, bandaids and soothing tonics to cure a fatal dis-
ease caused by a contaminated food and water supply
.
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Finally, counselors, as they discover more about the secondary
school environment and its problems, will begin to formulate new defini-
tions and conceptualizations of counseling in secondary schools. These
new ideas about secondary school counseling should be shared throughout
the profession for they are the quintessence of professional evolution.
It is our hope that the counselor's exploration into the secondary school
environment can, over a period of time, reduce the number of serious prob-
lems affecting all members of the school community, creating a healthier,
happier place for everyone to be. So, in terms of addressing and serving
the needs of students which is the primary concern of all of us, as educa-
tors, it almost goes without saying that a happier, healthier school en-
vironment creates happier, healthier kids!
A New Call for Help
Perhaps we have moved too far down the road without due considera-
tion to where the counselor is right now. It is indeed fun and even nec-
essary to dream about future possibilities for counseling, but we must
face the reality that counselors are going to need a great deal of help.
There is a big job that lies ahead. But what kind of help is needed?
We know that some of the causes of the counselor's dilemma come about as
a result of others' attempts to help. One example of this is with coun-
selor educators who have tried to clear up matters, but to no avail. In
30
fact. Stone and Shertzer have shown that if anything, counselor educa-
tors, no matter how altruistic their efforts, have only added to the con-
fusion. In addition, we must caution against certain kinds of help coming
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in from the outside, particularly when it has a tendency to take away
from a counselor’s trust in his or her own judgement and perceptions
about school problems. Is there perhaps a theory that might help out?
Well, it seems fairly clear that the counselor's troubles are not based
upon matters of theory. Even more, most counselors are aware of the
fact that theory by itself has never solved problems. Ratigan gives a
realistic account of the relationship between the counselor and theory;
. . . a working school counselor begins practice by selecting a
theory of counseling that attracts him as being suited to his per-
sonality and concept of counseling. As time goes on in his school
situation, he discovers that his favorite theory has to be revised
constantly to accommodate individual differences in students and
also changes within himself. In due course, the initial theory may
become so altered as to defy analysis of origin. In effect, a skill-
ful counselor works out a theory of his own.^^
Well, if it is not help coming from sources outside of the profes-
sion, and if it is not help coming from a new theory, what else is there
available to help the counselor in his or her fight for professional sur-
vival? To answer this question, let us sum up some of the needs that
counselors in secondary schools have today. From our discussion of the
counselor’s dilemma and some ideas about how to overcome this dilemma,
we can say that counselors need help in the following general areas
:
1. Counselors need access to tools, techniques or strategies that
will help them reinforce trust and acceptance in their own selves
and in their own judgement and perceptions about counseling in
secondary schools. In other words, counselors need help in feel-
ing good about the fact that they, as secondary school counselors,
really know more about counseling in secondary schools than anyone
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else, in very much the same way that doctors know more about
medicine or pilots about flying. In essence, counselors need
help in building professional confidence and pride in themselves.
2. The counselor needs new ways to better understand students and
some of the problems they face in the environment. Similarly,
these new ways must be flexible enough that they can help the
counselor understand the other members of the school community
as well. In another way, counselors need ways and means that
augment the understanding of people regardless of the role that
they happen to play. The counselor will then be placed in a
better position to identify the major problems affecting the
various members of the school community as well as the total
school environment.
3. Another very important need that the counselor has revolves
around the barrage of divergent expectancies of the counselor
role in secondary schools. Counselors will need help in man-
euvering through the maze of differences in perceptions and ex-
pectations of counseling in secondary schools which, by itself,
can be tremendously exhausting. If at all possible, these tools
must help the counselor transform these differences in percep-
tion from sources of confusion into sources of knowledge and
greater understanding of the school community.
4. Counselors are in need of something that will help them see
counseling in secondary schools differently. In other words,
counselors need tools that will bring new life and enthusiasm
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into the profession. We need help looking at the whole experi-
ence of counseling in secondary schools or even secondary schools
themselves. These tools can help us get a more clear indication
of where we need to move professionally or what shape and form
our evolution should take!
5. Counselors need help in sharing each other's experiences and
ideas more openly. There is a need for atheoretical tools or
mechanisms that encourage communication between counselors, re-
gardless of theoretical leanings, amount of experience or coun-
seling context. A great deal of the future well-being of second-
ary school counseling as a profession depends upon counselors'
ability to communicate openly with other counselors about prob-
lems encountered on the job, both personally and professionally,
and about possible solutions to those problems. The idea here
is that we, as counselors, can learn most from each other; we are
our own best friends.
6. Last but not in anyway the least, the counselors need what we
might call a booster, or even a kind of magical antidote that
will help us take that first step and to help us get up and try
it again when we falter. To put it more bluntly, the counselor
will need help in building the courage to try something new and
different, to encounter the many unknowns, ambiguities, and un-
certainties along the path towards a more meaningful professional
experience, and to risk being the self that he or she truly is.
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In summary, counselors need tools for change— tools that will
help them help themselves to become more effective counselors. In addi-
tion, counselors need new ways of seing secondary schools, new ways of
seeing the people within secondary schools and most important, new ways
of seeing themselves as counselors in a rapidly changing world. The
task is no doubt one of tremendous magnitude, but we must remember that
the rewards can be equally as great. It is the writer’s belief that
counselors can indeed rise to prominence on the educational scene, creat-
ing one of the most exciting, rewarding jobs in education today. As we
move toward this goal, let us keep in mind and in heart the words of
C. G. Wrenn which were written fifteen years ago, but are probably even
more relevant today. He wrote:
The counselor still lacks adequate, all-encompassing psychological
theory for his counseling and, in the nature of things, may always
lack one. He must operate always with more psychological unknowns
than knowns . Faced with the great complexity of the human being,
he can at any one time know only a small fraction of the signifi-
cant facts about a client. Yet he must, and he does, accomplish
wonders with this fraction. He acts often skillfully and with good
results without knowing why he acts as he does. He influences his
client in ways unknown and unmeasurable. He interacts with his cli-
ent and cannot always separate his reaction from those of his client.
So the counselor has few certainties and little structure. As he
moves on into the sixties, he will have still fewer. The rate of
technology and social change is constantly accelerating, and this
affects both counselor and client as familiar known fades still
faster into the unfamiliar known.
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CHAPTER IV
THE NOTION OF COMPLEMENTARITY:
A NEW WAY TO SEE
In Chapter IV, we will explore the General Systems Law of Comple-
mentarity as a possible tool to help secondary school counselors overcome
the counselor’s dilemma. However, in order to more fully understand the
idea of complementarity, we will leave the world of counseling in second-
ary schools so that we can concentrate our efforts on complementarity,
its origin, its various aspects, and some of its ramifications. We will
try to demonstrate how the notion of complementarity can help us better
understand and appreciate our different ways of perceiving the world in
which we live.
The General Systems Law of Complementary simply states that "any
two points of view are complementary." To elaborate this idea, Gerald
Weinberg writes :
If, for whatever reason
,
observers do not make infinitely refined
observations, then between any two points of view there will gener-
ally be complementarity. Since, in almost every case, there will
be some reason for stopping short of infinitely refined observa-
tions, we can remove the condition and create the General Systems
Law of Complementarity: ANY TWO POINTS OF VIEW ARE COMPLEMENTARY.^
Can this really be so? What is meant by complementary here? Well, in
an attempt to answer these questions, let us start from the beginning.
The birth of the notion of complementarity makes quite an interesting
story. To help us in our understanding, we must enter the world of the
86
87
physical sciences, specifically, atomic physics. We must remember as
well that the physical science laboratory is perhaps on the opposite
end of the continuum from the average secondary school in terms of en-
vironments. That is, the secondary school environment is, for the most
part, uncontrollable. The physical science laboratory, on the other
hand, the environment is highly controllable. It is important to keep
this difference in the back of our minds as we become more acquainted
with the notion of complementarity.
Niels Bohr’s discovery of the notion of complementarity came about
when conflicting results in elementary particle physics forced an expan-
sion of the frame of reference of classical physics. Bohr and a friend,
Werner Heisenberg, discovered that attempts to measure the position and
the velocity of a particle may be successful in separate experiments,
but never in the same experiment on the same system. To give another
example of this phenomenon, but on a much larger scale, let us attempt
to measure the position and the velocity of a car leaving a toll booth.
We will use an automatic camera to determine the velocity and position
readings of the car. In order to obtain an accurate picture of the posi-
tion, we must shorten the exposure time as much as possible so that the
picture is clear and precise. However, to determine the velocity from
a still, clear photograph presents a problem. That is, velocity readings
from a still photograph are obtained by measuring the amount of blur
created by the rapid movement of the car. So, we must sacrifice the ac-
curacy and precision of the position of the car to get an accurate veloc-
ity reading. So, in trying to determine the position and the velocity of
a car with a single observation— the photograph—a compromise of some
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type will result. One observer can ascertain an accurate reading of the
car s position, but at the expense of a more precise velocity measurement.
Another observer might determine a car's speed accurately, but the amount
of blur in the picture would make it quite difficult to measure the car's
position. We could say, then, that the two observations (the photographs)
are, in fact, complementary. It was this same phenomenon occuring repeat-
edly in the physics laboratory that led Bohr and Heisenberg to the con-
cept of complementarity.
One of the most important aspects of complementarity centers
around the incompleteness of single observations. Heisenberg discusses
this problem by pointing out the extent to which the state of an atomic
system could be influenced during any observation by the unavoidable in-
teraction with the measuring tools. In other words, within any given ob-
servation of an atomic system, there is an inherent degree of uncertainty
(Heisenberg's principle of uncertainty) regardless of experimental ar-
rangement. There is no known way to determine before or after the fact
what effect the measuring instruments will have on the atomic system be-
ing observed. Heisenberg writes:
. . . the obvious idea occurred to me that one should postulate that
nature allowed only experimental situations to occur which could be
described within the framework of the formalism of quantum mechanics.
This would apparently imply, as one could see from mathematical for-
malism, that one could not simultaneously know position and velocity
of a particle.^
Niels Bohr augments this view by saying:
Within the scope of classical physics, all characteristic properties
of a given object can, in principle, be ascertained by a single ex-
perimental arrangement, though in practice various arrangements are
are often convenient. ... In quantum physics, however, evidence
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about atomic objects obtained by different experimental rrrangements
exhibits a novel kind of complementary relationship.
. . . Far from
restricting our efforts to put questions to nature in the form of
experiments, the notion of complementarity simply characterizes the
answers we can receive by such inquiry, whenever the interaction be-tween the measuring instruments and the objects forms an integralpart of the phenomena.-'
In physics, we are talking about a more restricted type of com-
plementarity. For the physicists, there has to be an interaction of some
type between the measuring instruments and the objects being observed.
Generally, physicists view complementarity in this way because if there
were no such interaction, more refined observations could be made. There
is a similar interaction between the observer and the observed occurring
in the social sciences as well. We can take, for example, the anthro-
pologist who is studying a particular Indian village. If we can consider
the anthropologist to be a kind of measuring instrument, it becomes clear
that the interaction between the measuring instrument (the anthropologist)
and the observed (the Indian people) can be quite significant. The an-
thropologist can never be certain as to how much his or her presence af-
fects the behavior of the observed. Thomas Blackburn, in his discussion
of "sensuous-intellectual" complementarity in science, offers yet another
example of the interaction between the measuring instrument and the ob-
served. He writes:
Of many examples, the finest of which I am aware is George Schaller's
study of gorillas. Here, in a beautiful whole, are a "serious" and
straightforward account of Schaller's own presence in the forest
—
how he interacted with the gorillas and what he learned by observing
the effects of this interaction. (In fact, Schaller's method was so
far from the observation, by concealed experimenters, of captive an-
imals in drab and sensously meaningless mazes, cages and boxes that
it is inconceivable that his understanding of gorilla behavior is at
all accessible to the orthodox animal psychologist.)^
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In the above example, it is important to point out that in each method of
observation, either in the forest or in the laboratory, an observer is
present. The difference lies in the experimental arrangement, and of
course, what the observer is trying to find. In summary, Gerald Weinberg
illumines this particular aspect of complementarity with the following no-
tations: "Complementarity is a special case of failing to get a complete
view. The observer would like to observe: Z = f(X,Y); but because of
the inherent grain of his observing, he can only achieve: Z = f(X,Y,
OBSERVER)
For purposes of discussion, let us take a close look at the ob-
server as a measuring instrument. It seems that if the variables X and
^ (above) remain constant respectively, two unique observers will prob-
ably not observe the same phenomenon. There seems to be some other rea-
son for the disparity between each view that cannot be accounted for by
the interaction between the observer and the observed. This realization
brings us to another very important aspect of complementarity. Different
observers "see" different things when observing the same phenomenon at
a given point in time. In another way, every observer literally has his
or her own unique point of view of physical experience. For example, if
we can consider the anthropologist observing the Indian village once
again, we find that the anthropologist will observe those things that he
or she feels are important for whatever reason. Another anthropologist,
observing the same village, may report very different findings. One an-
thropologist may feel that the relationships and interrelationships be-
tween family groups is highly critical in the understanding of the cul-
tural system. On the other hand, another anthropologist may see the level
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of technology and use of tools as the most important factor in determin-
ing the structure of the cultural system. Weinberg talks about this as-
pect of complementarity in describing the work of two well-known anthro-
pologists. However, in this particular example, the element of time may,
in fact, account for some of the major differences in the two findings.
Yet, Weinberg disagrees by arguing:
A classic case in anthropology is that of Robert Redfield and Oscar
Lewis who observed the same Mexican Village about a generation apart.
The wider disparity in their views could hardly be accounted for by
the changes that had taken place during that time, let alone the in-
terference they made in the village life in the act of observation.
. . . Though they were based on observation of the "same" situation,
neither was reducible to that of the other. Nor were their views en-
tirely independent, because certain things could be derived about
each from the other. These are the essential ingredients in our idea
of complementarity: two mutually irreducible points of view that are
not entirely independent.®
Perhaps the most important point that Weinberg has illustrated
here centers around the notion of "two mutually irreducible points of
view that are not entirely independent." Because the two anthropologists
observed the same village, though a generation apart, their unique ac-
counts of what they observed have a complementary nature. Since the
viewpoints themselves are very much exclusive of one another, the con-
cept of complementarity takes on a new and perhaps an even more sophisti-
cated dimension. Complementary views of the same phenomenon are not nec-
essarily similar. Previously, we talked of complementarity in terms of
similarity or results, particularly in the realm of atomic physics. Now,
Weinberg has introduced the idea that two sets of findings do not have to
be similar (in fact, they can be very dissimilar) to be complementary.
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Lewis Binford, an archaeologist, comments on the vast differences in
viewpoints among archaeologists in how to approach an undug site:
Archaeologists tacitly assume that artifacts regardless of their
functional context, can be treated as equal and comparable "traits".
Once differences and similarities are "defined" in terms of those
equal and comparable traits, interpretation proceeds within something
of a theoretical vacuum.
. .
I suggest that undifferentiated and unstructured view is inadequate,
that artifacts having their primary functional context in different
operational sub-systems of the total cultural system will exhibit
differences and similarities differentially, in terms of the structure
of the cultural system of which they were a part.
7
These comments offered by Binford elucidate some very important
parts of what is meant by different points of view or different perspec-
tives of unique observers. First of all, we have already mentioned that
different observers "see" different things. At the same time, even
though two observers are looking at the same thing at similar times,
there are more often than not discrepancies in what they see. For example,
in observing a sunset, one observer might be awed by the golds, yellows
and reds coloring the sky. Yet another observer might see the golds,
yellows and reds but also show delight and excitement about the under-
tones of blue, green and purple created by the mixtures of color schemes
and the encroaching night. Which observer is more correct? Before we
try to answer this question, let us look at one more example of this idea
to enhance our understanding.
In observing a fifth grade classroom, one observer might see
children playing in a seemingly unsupervised, unconstructive manner,
desperately in need of some direction from the teacher . Another observer
might see several active groups of children working together on projects.
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formal and informal, with the teacher directly involved with one of those
groups at the same time keeping an eye on the other children. Each of
the observers in the above examples sees what she or he thinks is hap-
pening. To conclude, then, that one observer is right and the other is
wrong is quite inappropriate. Each observer, according to their unique
personal experience and frame of reference, sees what appears to be out
there. To burden ourselves with which one is more or less accurate is
a waste of much needed energy. In fact, there are as many ways of seeing
a thing, a person or an event as there are unique individuals in this
world. Furthermore, perhaps the most that can be said about any single
point of view is that there is probably going to be some degree of in-
completeness and uncertainty, i.e. we just cannot see it all! This par-
ticular aspect of complementarity is probably the most critical in that
it transcends any kind of normative base of right and wrong.
Why is it impossible, then, for one observer to see everything?
Is it because some observers don't want to see it all? Well, let us try
to develop a more clear understanding of some of the reasons that we can-
not see everything even if we want to. For example, an observer, who we
will call Paul, stands on the street corner and watches the passersby.
Let us say that Paul only really "sees" certain kinds of people. Paul
only sees those people who have hair of a certain length and color.
For purposes of discussion, we will call this Paul's scope of observa-
tion. We can express Paul's scope in the following way:
—Paul's Scope = (Hair Length) + (Hair Color)
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There is another aspect to Paul as an observer. Within the scope of his
observations, he only takes notice of those people who have long, blond
hair. Thus, we have determined what we will call Paul's range, which
represents the types of distinctions made within his scope:
--Paul's Range = (Long) + (Blond)
Paul has a friend who's name is Peter. Peter and Paul are togeth-
er on the street corner, watching people walk by. Peter's scope of ob-
servation is exactly like Paul’s. So, Peter's scope as an observer can
be characterized in the same way:
—Peter's Scope = (Hair Length) + (Hair Color)
It seems that although Paul and Peter have the same scope of observations,
they still see different things. The difference lies in the range.
Peter’s range is somewhat different in that he likes long hair and short
hair. In addition, not only does he like seeing blond hair, but red
hair as well. Peter’s range can be expressed like this:
—Peter’s Range = (Short and Long) + (Blond and Red)
Peter will no doubt observe more people as they pass by. Yet,
this does not in any way mean that Peter is more right, or that Paul is
somehow less than Peter. Each young man sees what he sees for whatever
reasons. Peter and Paul, respectively, have unique experiences in life
that are reflected in the kinds of things that they observe. If we were
to add another member to the people-watching party, the new observer
would observe something quite different from the other two.
95
Perhaps now we are beginning to have a more clear picture of some
of the reasons why it is virtually impossible to see everything. We
all have limited scopes and ranges which do not allow us to see the to-
tal picture. One observer may, in fact, have a larger scope or a wider
range, but we must remember that any single observation will undoubtedly
be incomplete-just one part of what is "out there." Moreover, the ac-
ceptance of the notion that all accounts of physical experience depends
solely on the standpoint of the observer is fundamental in our search
for knowledge and human understanding.
bhis point, it is important to look at what we have covered
thus far regarding the concept of complementarity. Listed below are some
of the principal aspects of complementarity:
1. Degrees of uncertainty due to an interaction between measuring
instruments and the observed;
2. Different perspectives or different points of view of unique ob-
servers
;
3. Different degrees of refinement or range;
4. Different scopes;
5. Lack of normative base, i.e. no right or wrong.
From the physical sciences, we have learned that the interaction between
measuring instruments and the phenomenon being observed can lead to con-
flicting results. In the social sciences as well, we know that the same
type of interaction between the measuring instrument— the human eye—and
the observed has a significant effect upon obtained results. In addition.
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we have discovered that unique observers "see" different things even
when observing the same thing, person or event due to the differences
in their scopes and ranges. In fact, we extended this notion by sug-
gesting that all accounts of physical experience depend solely upon the
person who is observing the experience. Laszlo writes about the impor-
tance of £h2^ical standpoint as well in the kinds of observations we
can make as single observers. He says:
An example of this would be observing a cloud and observing masses
tiny particles in suspension. When the observer is at a suffi-
cient distance from the phenomenon, he sees it as a cloud—a fleecy
substance constantly changing its shape; and when he is closer,
what he sees are tiny droplets or particles in suspension, i.e.
mist or fog.®
Here again, both observations of the cloud, though appearingly mutually
exclusive, are in fact complementary in that they are observations of a
single phenomenon: a cloud.
One might be curious to know: If all of these aspects of comple-
mentarity are true, then how can we achieve an objective description of
an event or a phenomenon? Well, in science, this question can best be
answered by recommending that the observer give a complete description
of the experimental arrangement, conditions and equipment. In addition,
a record of observations should be included based upnn clear, common
language. Stressing the use of clear, common language can also result
in what one might call complementary interpretations of the language.
Therefore, even under these circumstances, it is not surprising that one
might obtain very different, and sometimes even contradictory results.
In the social sciences, the task is even more monumental, for it is more
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difficult to control all of the intervening variables that influence
single observations. In the case of the anthropologist, she or he could
possibly be quite detailed and objective about recording observations of
a particular culture, but a new observer would no doubt see different
things. Perhaps the degree of objectivity that we are aspiring to
achieve in our acquisition of knowledge is not possible. However, the
notion of complementarity can provide a frame wide enough to embrace
all accounts of a given phenomena, no matter how different the perspec-
tives. Furthermore, all accounts are equally important so that we may
gain a more complete understanding of a given phenomenon.
What does all of this mean? If the notion of complementarity
is seriously considered, there are a number of significant ramifications.
Of course, there are those individuals who will refute this by saying
that everyone knows that people have different points of view. Yet, we
must understand that since we do have different points of view, it is
extremely important for us to adopt an attitude that helps us appreciate
the complementary aspects of those different ways of looking at the world.
In other words, it becomes less a matter of who's point of view is right
or wrong, and more of a matter of what can we learn from this new and
different way of looking at the world. For example, if we asked two ob-
servers the question: What is a rose? One individual might answer that
a rose belongs to the genus, Rosaceae, of usually prickly shrubs with
pinnate leaves and showy flowers having five petals in the wild and more
when cultivated. Another individual might answer that a rose is nature's
love for life shown in a flower; its fragrance that of sweet wine; and
colors hand-painted by the Gods. One answer is characteristic of the
98
type of response given by a botanist who's interest in a rose is more
scientific. The latter response might be given by a person who is more
poetic in her or his treatment of a rose. To say that one answer is
more right than the other, or to suggest that one description of the
rose is opposed to the other, distorts the original question. The two
descriptions are complementary in that they are responses to the ques-
tion: What is a rose, from entirely different points of view. Separ-
ately, each description is incomplete. However, looking at both de-
scriptions together, one can formulate a more complete picture of the
rose. Thomas Blackburn augments this idea by writing:
It is conceivable, then, that the notion of complementarity offers
a method of including both sensuous and intellectual knowledge of
nature in a common frame of reference. The result, far more than
a mere compromise or amalgamation of the two viewpoints, could be
a richer science in which esthetic and quantitative valuations,
each retaining its own integrity, would contribute equally to the
description of nature that science long ago took for its province.
Further, it mav produce a scientific ethic that is less destructive
toward nature.^
To take this point one step further, we know that different dis-
ciplines in the sciences and social sciences have their varying views
of physical and psychical realities. Yet, how often are these various
points of view seen as being complementary to one another? For the
most part, many specialists in their fields are not really that concerned
about the findings of other specialists in different disciplines. Gerald
Weinberg talks about the observers in various disciplines and their ina-
bility to appreciate the possibility of truth within complementary views:
We note, however, that observers do not always care if their views
are complementary, which is a different matter. We are not all as
fanatic as the ideal physicist. The economist and the sociologist
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looking at the same society naturally obtain different pictures
t ough there is at the same time some correspondence between them.Each view, if constructed with a modicum of care, will contain someinformation about what is "really out there," but they will neverbe completely reconcilable. Two economists, because they are com-peting for the same jobs, the same spaces in the journals, and the
same political influence, will naturally be more concerned about
the complementarity of their views. While an economist will attack
another economist's writings as "false", he will simply ignore the
sociologist's, for he knows they are talking about "different"
things . lu
Edward Hall supports this notion when he discusses the problems encoun-
tered by social scientists who are studying intercultural and intracul-
tural communications. He writes:
111® t^i^onble that social scientists have when they talk to someone
who has been working on a different part of the communications spec-
trum is that what one sees clearly may be a diffuse blur or a micro-
scopic dot to the other. Yet each researcher is trying his best to
establish a pattern for extracting the meaning from what he studies.
In the end, all these patterns are relevant to one another. The
language of politics and the language of culture are a long way
apart, yet each subsumes the other.
Another important ramification of the notion of complementarity
has already been hinted at in our earlier example of the anthropologist
studying the Indian village. Within this interaction between the observ-
er and the observed, a cultural confrontation exists. Yet, confrontations
of this kind help the anthropologist become keenly aware of the comple-
mentary aspects of any two cultures. In fact, in cultural anthropology,
perhaps more than in any other profession, complementary truths are a
way of life. It is hoped, however, that complementarity can help all
of us see that unique cultures reflect a harmonious balance of tradition-
al customs, behaviors and experiences. These customs, behaviors and ex-
periences unleash latent potentialities within human life in a way that
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reveal to us new aspects of life's unlimited variety and richness. Niels
Bohr extends this theme when he says
:
. . . when studying human cultures different from our own, we have
to deal with a particular problem of observation which, on closer
consideration, shows many features in common with atomic or psycho-logical problems where the interaction between objects and measuring
tools, or the inseparability of objective content and observing sub-ject, prevents an immediate application of the conventions suited to
accounting for experiences of daily life.
. . the experience, well
known to explorers, of the shaking of their hitherto unrealized prej-
udices through the experience of the unsuspected inner harmony human
life can present even under conventions and traditions most radically
different from their own.^^
t In concluding our discussion of the notion of complementarity,
it is important that we consider some of the ramifications of this idea
in our daily lives. For example, all of us are, in fact, single observ-
ers who are making myriad single observations throughout the day. The
notion of complementarity helps us understand that what we observe as be-
ing the world "out there" is quite unique, very different from what an-
other individual sees as the world. Yet, the fact that the world in
which we live is, we assume, the same world for all of us, our different
ways of seeing share a commonality, or are complementary. Laing offers
this insightful comment about our unique ways of seeing the world:
Insofar as we experience the world differently, in a sense we live
in different worlds. . . . Yet, the world— the world around me,
the world in which I live, my^ world— is, in the very texture of its
mode of being-for-me
,
not exclusively my world, but your world also,
it is around you and him as well; it is a shared world; one world;
the world
In this statement, Laing has blended the ideas of uniqueness, in terms
of our unique ways of seeing the world, and "shared" experiences, in
that we all live in this world together. Both of these ideas point up
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the critical aspects of the notion of complementarity. Alan Watts gives
us yet another point of view which relates very nicely to some of the
Ideas we have already discussed regarding the notion of complementarity.
He says:
Indeed, the world is not unlike a vast, shapeless Rorschach blot
which we read according to our inner disposition, in such a way
that our interpretations say far more about ourselves than about
the blot. But whereas the psychologist has tried to develop a
science to judge and compare the various interpretations of the
Rorschach Test, there is as yet no supracultural science, no "meta-
science whereby we can assess our differeing interpretations of the
cosmic Rorschach blot. Cultural anthropology, the nearest thing to
this, suffers the defect of being thoroughly embedded in the conven-
tions of Western science, of one particular way of interpreting the
blot
.
According to Watts, not only do we see a small portion of what is really
going on in the physical world around us, but even those things we see
are interpretations based upon "our inner disposition" or our own unique
Rorschachs
.
^These ideas have profound implications for our daily living. In
other words, the notion of complementarity can help us arrive at new lev-
els of understanding between individuals, ethnic groups, cultures and
nations, all of which have their own unique ways of seeing the world.
If we can fully realize that all of us have our own interpretations of
the world, none of which are more right or wrong than the other, racial
strife, economic and political tensions, and international power strug-
gles can be viewed in very different terms. Hopefully, this new way of
seeing ourselves, as single observers, can be the basis for mutual shar-
ing, learning from one another. The dream, of course, is that comple-
mentarity truths, or ways of seeing, can bring us closer together rather
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than further separate us. Niels Bohr alludes to the unifying aspects of
complementary truths when he said
:
We have reached problems which touch human fellowship and where the
variety of means of expression originates from the impossibility of
characterizing by any fixed distinction the role of the individual
in the society. The fact that human cultures, developed under dif-ferent conditions of living, exhibit such contrasts with respect to
established traditions and social patterns allows one, in a certain
sense, to call such cultures complementary. However, we are here in
no way dealing with definite mutually exclusive features, such as
those we meet in the objective description of general problems of
physics and psychology, but with differences in attitude which can be
appreciated or ameliorated by extended intercourse between peoples.
In our time, when increasing knowledge and ability more than ever
link the fate of all peoples, international collaboration in science
has far-reaching tasks which may be furthered not least by an aware-
ness of the general conditions for human knowledge.
How do we get there from here? As we have mentioned earlier, it
has to begin with each one of us as individuals—as individual observers.
It depends on each of us to fully appreciate the uniqueness of our own
observations of the world as well as their inherent limitations. Fur-
thermore, it is critical that we learn to accept the points of view of
others as being a source for new knowledge. To begin within the family
structure to foster this type of growth and development in children is
an excellent first step. For example, children grow up experiencing
the various points of view of each of their parents, then other members
of the family. If parents could point out to children the complementary
aspects of their respective views of the world, perhaps children will be
better able to generalize the notion of complementary truths as they en-
counter the world.
Schools also play an important part in this process. Complemen-
tarity and its various parts can have a major influence upon what children
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learn, how they learn, and the environment in which they learn. For ex-
ample, promoting the complementary aspects of various academic discip-
lines can encourage students to appreciate and to understand complemen-
tarity in relation to our search for knowledge. In addition, complemen-
tarity can encourage "wholeness” in a student’s education, rather than
fragmentation and compartmentalization. Questions such as these exempli-
fy what is meant here: Are there links between Art History and Science?
What can we learn from Psychology that will help us in Music? How is
Auto Mechanics related to Physics and Chemistry?
Another very important aspect of complementarity focuses upon
teaching styles and learning styles of the teachers and students within
the school. Every child learns about himself or herself and the world
outside in different ways. In this way, it can be said that the learning
styles of students are complementary. Similarly, teachers have comple-
mentary teaching styles. How can this realization influence the way in
which we group teachers and students together? Can the acceptance of
complementary learning styles affect the way a particular student feels
about doing things differently? Perhaps it can.
In the beginning anyway, the responsibility is ours, as individ-
uals, as parents and as educators to create living and learning environ-
ments where complementary truths are embraced. Thomas Blackburn talks
about this responsibility as teachers, specifically science teachers,
in a discussion of what he terms, "an underdimensioned science. He
writes
:
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I might address these remarks primarily to those who teach undergrad-
uates. Yet there is no teacher of science who is not himself a sci-
entist, and science as it is taught is allegedly a representation of
science as it is practiced. If the practice of science continues itspresent one-sided and underdimensioned course, new scientists will be
recruited predominately from among those people to whom such a view
of the world is most congenial. Yet such people are least fitted,by temperament and training, to hold in mind the complementary truths
about nature that our looming tasks will require. Indeed, one may
seriously question whether even an underdimensioned science can be
maintained as a creative enterprise by scientists recruited from among
those of lesser imagination, sympathy and humanity.
According to Blackburn, then, our well-being in the future highly depends
upon the way in which we educate our young people. He stressed, with
eloquence, the importance of complementary truths in nature, and our un-
derstanding and appreciation of these truths. He suggests that as teach-
ers, we must generate excitement about the notion of complementarity and
its necessity in the pursuit of knowledge of the world around us. Blackburn
concludes his statement with visions of Niels Bohr and Walt Whitman:
Niels Bohr's vision of the unity of human knowledge only echoes, a
half-century later, that of Walt Whitman: "I swear the earth shall
surely be complete to him or her who shall be complete. The earth
remains jagged and broken to him or her who remains jagged and bro-
ken.
Summarv
In Chapter IV, we have taken a look at the General Systems Law
of Complementarity, its origin, as well as its various aspects. We now
know that the statement, "any two points of view are complementary,"
has tremendous potential in terms of helping us better understand the
world in which we live. The notion of complementarity has taught us
that what we see, as single observers, is inherently incomplete and
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uncertain. However, complementarity has offered us a basis to appreci-
ate our own ways of seeing as being unique as well as a basis for appre-
ciating other points of view. In essence, the notion of complementarity
tells us that we cannot see it all, no matter how hard we try, or how
much we profess to know. So, if we are going to learn as much as we can
about the world and the people who live in this world, we must begin to
learn from each other. In this way, every individual, each unique point
of view contributes an important part to the whole of our understanding
of the world.
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CHAPTER V
THE NOTION OF COMPLEMENTARITY
AS A POTENTIAL TOOL FOR CHANGE
In Chapter V, we will look at the potential of the notion of com-
plementarity as a useful tool for change. We will attempt to weave the
various parts of complementarity into a new way of seeing the counselor
within the secondary school context. First, we will look at how the
notion of complementarity can help counselors choose 'self as a primary
source in counseling. Second, we will look at some of the ways that
complementarity can help the counselor achieve greater effectiveness in
solving problems in secondary schools. Last, we will examine the degree
to which the notion of complementarity meets the needs of counselors in
secondary schools, as we have stated them in Chapter III.
To begin our discussion, let us first review the important aspects
of the notion of complementarity. Briefly, we discovered that each of our
observations, as single observers of a single event of phenomenon, is
characterized by the following:
1. A degree of uncertainty;
2. A single perspective or point of view (which can include physical
standpoint)
;
3. A unique scope and range;
4. A lack of a normative base, i.e., no right or wrong.
These four aspects are, of course, interdependent. In other words, within
each of our single observations there is a degree of uncertainty because
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of our unique points of view as single observers. Our points of view dif-
fer from one another because of our individual scopes and ranges. Trying
to determine, then, the "rightness or wrongness" of our observations,
which are in themselves inherently incomplete, is inappropriate. All we
can say really about our different observations of any single event is
that they are just different. In essence, what this means is that our
powers as observers are indeed quite limited. No matter how much we can
see, or we think we can, our unique observations offer us only a part of
the whole picture.
In addition, it will be helpful if we keep the notion of comple-
mentarity and its various aspects in mind throughout the course of this
discussion. The discussion itself is based upon the writer's single point
of view. We are attempting to explore the world of counselors in second-
ary schools in a new way. Although this new way of seeing the counselor
may shed some light on some of the very complex problems, questions and
issues facing the profession today, this is just a beginning. That is,
there is no pretense whatsoever that these views are right, or better
than other points of view. Furthermore, we cannot be certain that if a
counselor views counseling in this new way that he or she will overcome
the counselor's dilemma. We can only say that this unique view of coun-
seling is one part, and we hope a vital part, of the whole picture of
the profession of secondary school counselor.
Complementarity—A Tool for Choosing Self
Let us now move into the secondary school environment to take a
closer look at the counselor's functioning context. First, who does the
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counselor encounter during any given school day? Even better, who does the
counselor 'see?' Well, we know, for example, that the counselor is involved
with students, teachers, administrators, parents and the community to some
extent each day. We can say that the counselor's working context is a func-
tion of students, teachers, administrators, parents, etc. For example, we
could write: C = f(S,T,A,P,C.
. . .). Or, to be more realistic, we could
even say: C = f(S,T,A,P,C, Paper.
. . .). It is possible, however, to add
or delete from the set of things or people that are a part of a counselor's
day. This depends entirely upon the specific individual and the specific
context. 'Other counselors' or 'colleagues' could easily be added to the
list of encounters a counselor might have during the day. Our purpose at
this point is just to have a glimpse of what some of these various elements
may be. To summarize, then, we can picture the counselor's day as looking
something like this:
FIGURE : 5.1
DAILY INTERACTIONS OF SECONDARY SCHOOL COUNSELORS
colleges
It is apparent that the counselor in secondary schools is involved
with large numbers of people along with reams of paperwork. We thought we
might mention a counselor's self as an integral part of the mixture because,
as we shall see later, secondary school counseling to a great degree includes
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a daily encounter with self. In all, the number of individuals met by the
counselor each day can be overwhelming, particularly in certain school dis-
tricts. Is there something that the notion of complementarity can do to
help here? Perhaps it can. Thinking back upon our discussion of single
observers and the observations they make, let us try to characterize the
counselor by the types of observations that he or she might make. For
instance, we might begin by creating a hypothetical counselor. This hypo-
thetical counselor, we can say, makes six kinds of observations within the
school environment, i.e., types of teachers, types of students, types of
parents, types of administrators, types of communities, and types of paper-
work. Why not call these six kinds of observations a counselor's scope?
We can, if we remember that a different counselor may see a different num-
ber of things or even different things I By calling these six special kinds
of observations the counselor's scope, we can characterize this scope by
the set: student, teacher, parent, administrator, community, paperwork.
Our hypothetical counselor's range, then, as an observer may be derived
from the resolution level or 'grain' of each part of his scope. Thus,
under 'student,' for example, our counselor can distinguish the following
things: smart, average, dull. In the same way, the hypothetical counselor
may distinguish the following characteristics within the element of scope
'teacher': strict, regular, liberal. Within the element 'parent,' our
hypothetical counselor can make these distinctions with ease: good, unin-
terested, horrible. Each of the other elements of our hypothetical coun-
selor's scope can be subdivided into ints respective range in a similar
fashion. Our main point here is that any single observer, or another
counselor, can be characterized by the types of observations that he or
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she can make and the range of choices that can be made within each type.
So, how does this help us thus far?
First, it has given us some new "handles," or even better, a new
language to talk about counseling in secondary schools. For example, it is
much easier to talk about counselors, as observers, who might make six
kinds of observations than it is to talk about counselors who must meet the
needs of five hundred unique individuals. Even though the larger number
may be more of a reality, it is psychologically cumbersome and analytically
cliamsy. We will need help looking at the "whole" of counseling in second-
ary schools. Second, we can see that counselors, as unique observers, make
certain kinds of observations within the secondary school because of their
unique points of view. It becomes more clear then that counselors can
probably make more observations about counseling in secondary schools than
any other member of the school community because they have a larger scope
and range of counseling. This awareness alone can help to build profession
al pride and confidence in counselors. Let us look further.
For purposes of discussion, let us multiply our hypothetical coun-
selor by three, creating three counselors instead of one, with the same
scope and range. We will call them Counselor A, Counselor B, and Counselor
C. Next, let us focus for the moment of the most important element of our
counselors' scope: student. That is, we can say that our three counselors
can make the following distinctions within the element of scope, student:
smart, average, dull. Well, some of us might be a bit more curious about
what our three counselors actually mean by the terms, smart, average, or
dull. In other words, which students are the smart ones? Or, what do you
mean when you say average? Which ones are the dull ones? Just out of
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curiosity, let us ask one o£ these questions o£ our three counselors:
Which students do you consider to be smart?
Counselor A; If thev eet a'o ^ jn y g all A s and they participate in school clubs,
then, that's a smart kid I
Counselor B. If they are pleasant and respect authority, those are
smart ones
.
Counselor C: All of them are smart in one way or another!
We have now learned that what one counselor calls a 'smart' student is cer-
tainly different from the other. This is one of our lessons from comple-
mentarity, is it not? Every observer or person sees it differently. It
seems, however, that we have learned the least about Counselor C in terms
of her range. Or, it could be that her description of a smart student tells
us much more about her range than the other two. Let us take a closer look
at the responses of our three counselors. One way of doing this is to make
the counselors range, types of student observations, into elements of scope
We might say then that our three counselors' scope, as single observers of
students, can be represented in the following way: smart student, average
student, dull student. Thus, under 'smart' student. Counselor A, for ex-
ample, makes the following distinctions: All A's, School club membership.
Similarly, Counselor B, under the same element of scope, has a range or
resolution level of: Pleasant (personality). Respect for Authority. And
last, for Counselor C, the range for the element of scope, 'smart' student
is: All students. In the case of Counselor C, the range tells us that the
elements of her scope of student observations may be quite different. Or,
it is possible that the range is so vast and diverse that it would be im-
possible to list in a way that we have done for the others. It is likely
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that wa would have to get to know Counselor C better to detao,ine her
scope and range of types of student observations. Perhaps we have asked
Counselor C the wrong question altogether!
Let's ask one more question of our three counselors to see what
we come up with. Staying with the same set of elements, we can ask the
following question: Which students do you consider to be dull?
Counselor A. The dull students are the ones who get failing grades
and who are often discipline problems in class.
Counselor B: They are a group of low ability kids who never do as
they're told.
Counselor C: I consider a student to be dull when he or she accepts
what we tell them without questioning a word!
Again, we have three different stories. This time, however, we learn
something more discriminating about Counselor C. It appears that the ele-
ment, 'dull student,' is definitely a part of her scope. So, let us take
another look at their various ranges. First, Counselor A can distinguish
the following kinds of things, under 'dull student': All F's, Discipline
problem. In the case of Counselor B, he has a discernable range of: Low
ability. Disobedient. And, we discover that Counselor C has a resolution
level of: All-accepting, Unquestioning.
Each counselor's range, then, tells us something special about
their individual ways of seeing a dull student. So, which view is right?
Well, even though we might get tempted to answer, we must try to keep in
mind that each counselor's point of view is just that, a point of view.
We must attempt to not get trapped into asking which view is the right
one or the wrong one, remembering a very important lesson from
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co.ple.en.arUy, Each counselor has a dUEerenr way o, seeing, as a resuU
of differences In their respective ranges. However, looking at the ranges
of Counselor A and Counselor B, it is conceivable that these two counselors,
who see.
.ore co.patlble fro. the infontatlon available,
.ight look at
Counselor C as being wrong. In other words, the students that Counselor A
and Counselor B consider to be sv^rt. Counselor C .ay view these sa.e stu-
dents as being dull. Of course, the reverse of this situation is equally
true in that Counselor C .ight consider the other two counselors as being
totally ’out to lunch.’
Our different ways of seeing have been the source of many conflicts
xn our daily lives, not only within the realm of counseling. Unfortunately,
this is reality as most of us know it. But, what is all the fighting about
really? The notion of complementarity helps us understand that different
individuals are going to see different things. Moreover, even when three
different observers (our three counselors) appear to have the same scope
and range, which would r
_
arely happen in reality, there will be differences
in perceptions. Hopefully, we are beginning to unravel some of the reasons
that there has been so much controversy over the proper role and function
of secondary school counselors. All of the various perceptions, i.e.,
teachers perceptions, administrators' perceptions, counselor educators’
perceptions, parents’ perceptions, students' perceptions, and counselors'
perceptions are based upon single points of view. Differences in counsel-
ing theory as well are based upon a single observer's point of view. Fur-
thermore, each point of view, no matter how seemingly complete, is really
only a part of the complete picture. This is all that it can ever be. So,
is it naive to suggest that we can learn from each other's ways of seeing.
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which are, in fact, complementary, enabling all of us to see more? Is it
asking too much for us to accept the fact that we cannot see it all and
we need the help of others to see and understand more? Let us hope not.
At this point, it is important to summarize some of the ways that
complementarity helps counselors choose ’self’ as a primary source for
counseling in secondary schools. First, we have said that the counselor
can be characterized by the kinds of observations that he or she might
make i.e., range and scope. We said that this new way of seeing the
counselor was advantageous in that it has given us a new language which
facilitates seeing counseling as a whole. We also pointed out that, in
fact, counselors can probably make more observations about counseling in
secondary schools than other members of the school community because they
simply have a wider scope and range of counseling. We saw this as being
an important awareness in that it might help to promote professional con-
fidence and pride. Next, we tried to show that each counselor naturally
has his or her point of view. Because of our unique scopes and ranges as
single observers, we will see different things. It is not a matter of
right or wrong; the matter is just plain different I This fact as well
might help many counselors feel more comfortable about their own way of
seeing counseling in secondary schools. In other words, what each coun-
selor sees is indeed incomplete, only a part of the picture. Yet, it is
the same for every other counselor working in the field (not to mention
those individuals who are outside of the profession) regardless of experi-
ence, context, or theoretical orientation. In essence, our unique percep-
tions of the world are nature’s most precious gift to us all— a gift en-
riched through sharing.
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In addition, the great debate over the proper role and function for
counselors can now be viewed in a different light. We can better under-
stand the reasons why counselors would ’see’ counseling differently from
teachers, parents, students, administrators, etc. Each individual, or each
group has its own way of seeing, or its own point of view in regards to
what counseling is all about. So, why debate the issue of which view is
right or wrong? Even more Important, why try to tell another how he or
she should ’see’ counseling in secondary schools? These endeavors are to
say the least, counter-productive, and often, oppressive. Complementarity
helps us see that we can benefit from trying to learn from each other’s
perceptions in that each point of view tells us just a little bit more
about what is actually ’out there.’ If possible, let us try to learn as
much as we can from the many complementary ways of seeing as we continue
our search for effective strategies to overcome the counselor's dilemma
and for a more meaningful professional experience.
Complementarity—A Way Towards More Effective Counseling
We will now take a look at some of the ways that complementarity
can be useful to the counselor in his or her daily work in secondary schools
However, it is important to mention that we will be talking very generally
stage. In the next two chapters, we will get more specific in terms
of how complementarity can possibly enhance counselor effectiveness in sec-
ondary schools. First, we can start out by asking the question: Is there
a relationship between counselor effectiveness and the types or even the
number of observations counselors can make? In other words, is it possible
that a counselor, who can make ten kinds of student observations, for example
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will be .ore effective than the couhselor who can .aka only three kinds of
observations! Well, it is certainly possible if „e consider the amount of
diversity within student populations. That is, because there are so many
different kinds of students within secondary schools, a counselor who can
.nake only three kinds of observations may overlook many students as well
as important parts of individual students as well. The counselor who can
make ten kinds of observations, on the other hand, will literally see more
students. 1 Let us illustrate what we are saying here;
FIGURE 2:
DIFFERENCES IN KINDS OF STUDENT OBSERVATIONS
MADE BY COUNSELOR A AND COUT^SELOR B
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Csrkhuff talks about tha relationship between counselor effective-
ness and what he calls, "response repertoire," which is quite similar to our
notion of scope and range. He supports the idea that the larger a counselor's
t
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response repertoire (scope and range) happens to be, the greater degree
of counselor effectiveness. He goes on to say:
We should.
.
. study those high-level functioning helpers who havethe largest repertoire of responses because they have the largest
treatment procedures available to them, and
According to Carkhuff then, these counselors (helpers) who have the "larg-
est repertoire of responses," or in our terms, the largest scope and range
have the most available for helping students. It follows that students
will be more likely to seek out those counselors who have the most to of-
fer them as well. Let us assume then that there is a positive correlation
between the size of a counselor’s scope and range (repertoire) and a coun-
selor's degree of effectiveness working with students in secondary schools
For this moment, we will limit ourselves to types of student observations,
although it would seem that the size of a counselor's scope and range of
the total school community would significantly influence the degree of
counselor effectiveness as well. However, we will look more carefully
at this idea later on in the discussion. We can say then that generally,
a counselor’s effectiveness will be increased as his or her scope and
range increases.
Unfortunately, in order to discover how a counselor’s scope and
range might be increased, we would actually have to know more about how
we perceive things in general. Unfortunately, we are not at all sure
why we see the things we do. Even more, we do not know the reasons that
we see different things even when we observe the same events. It could
be that what we normally believe to be observations of physical events
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or phenomena In the outside world are nothing more than neurophysiologi-
cal activities within our brains. Bertrand Russell spoke about this pos-
sibility in reference to the behaviorist. He said:
. . the behavior-
1st, when he thinks he is recording observations about the outer world,
is really recording observations about what is happening in hlm."^ There
are, of course, many theories that attempt to explain or determine the re-
lationship between "mind events" which are more conscious, and "brain
events" which are more physical or physiological in nature. Let us look
at a couple of these theories just to get a glimpse of what is involved
in the way we see the world.
Rosenblueth, in his book Mind and Brain .'^ states a correlation
thesis between the mind and the brain. Essentially, he affirms that our
sensations are causally related to events occurring in the outside world.
He goes on to say that each of our mental events has a correlating physi-
cal pattern of neuronal activity within the brain. In addition, he de-
scribes a chain or sequence of events that take place in each of our sin-
gle observations. This uni-directional sequence can be represented in
this way: Material processes >Selective activation of some receptors >
Coded afferent messages Xlentral neuronal and correlated mental events.
This sequence, according to Rosenblueth, provides an interlink between the
mental and the physical, where each process becomes a correlate of the
other. Hebb
,
in his book The Organization of Behavior ,^ presents another
interesting theory of the way we see. To summarize his findings, he main-
tains that if a stimulus is presented to an observer a sufficient number
of times, he then forms what Hebb calls "cell assemblies" in the brain.
These "cell assemblies" become units that connect with other similar units
referred to as a "phase sequence." He extends this idea by saying that
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during the llfatlme e£ an individual, these cortical organizations become
more and „ore complex. After a period of tl.e, certain relationships are
established between these cortical organizations and perceptual patterns,
which is possibly another explanation of what we have called, scope and
’
range. Hebb concludes by saying that the more complex the cortical organ-
isations, the greater the depth and range of responses available to the
individual
.
In summary, these two theories offer us only a hint of what Is
nvolved in our seeing by attempting to bridge the gap between the outside
world and the mental pictures we receive. However, for the most part, our
understanding of how we see the things we do remains to be a puzzling
phenomenon. We will never really know, for example, if the color green
Is really out there In the world or If It is In our heads. Physics cells
us Chat what we observe to be ’greenness’ Is really an Invisible wave
propagation at a certain frequency, not green at all. Russell captures
this contradiction beautifully in his comment about naive realism, seeing
as we most commonly know it, and physics:
Naive realism leads to physics, and physics, if true, shows that
naive realism is false. Therefore, naive realism, if true, isfalse; therefore it is false.”
Because the mystery of why we see the things we do has baffled the
minds of scientists and philosophers for hundreds of years and will continue
to do so for years to come, we will have to learn to live with many unknowns
in our search for ways to increase a counselor's scope and range. Using the
notion of complementarity as a basic framework, selective information from
the literature, and the writer's experience in counseling, we can only sug-
gest some possible places to begin. We already know that there are no
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immediate answers. So, keeping these thoughts In mind, we will hypothesize
that a counselor can increase his or her scope and range of observations by
doing the following:
1. Experiencing the environment in new ways;
2. Attempting to see as others see;
3. Accepting the complementary nature of our unique points of view
We will look at each one of these ideas Individually to discuss their mean-
ing in more detail. These three ideas are very much Interrelated and over-
lapping. In addition, the order In which we will discuss these thoughts
is more or less Incidental. Throughout our discussion, we must keep in
mind that we are exploring some possibilities, affirming very little.
Experiencing the School Environment in New Ways
Let us have a look at the counselor's working environment within
the secondary school. What are the various parts? First, there is the
counselor's office in which the counselor "lives" most of the time. Out-
side of the office, there are hallways or corridors, other kinds of offices,
numerous classrooms, a cafeteria and perhaps a gymnasium or playing field.
Next, and probably a lot more interesting, there are various people around.
We have already mentioned the main characters in our earlier discussions,
i.e., students, teachers, administrators, clerical staff, some parents as
So, what about this? We know that most of us, as counselors, are
already very much aware of the elements of our faily environment. To list
them, as we have just done, may appear to be unnecessary. Yet, is it
really? For example, is it possible for counselors to see something dif-
ferent when they look at what has become 'the familiar' or routine? Or, is
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It possible that counselors are overlooking Important occurrences or events
Within the environment as they pass through each day! These are questions
that need to be answered In our search for more effective strategies to
overcome the counselor's dllettna. let us look more carefully at what we
mean here
.
The typical secondary school is one of the most exciting and stimulat-
ing environments that can ever be found anywhere. Hundreds of people,
mostly young people, busily move about the various parts of the school
throughout the day. All of thxs activity creates an electrifying energy
of rare quality. There is literally so much to see that one person could
never see it all. People interacting with people can be seen everywhere,
i.e., teachers with teachers, students with students, students with teachers,
administrators with students or teachers and so on. These interactions are
the counselor’s raw material; this is what he or she has to work with. The
success, or more than likely, the failure of some of these interactions make
up a great deal of the counselor's day. So, one immediate question that
comes to mind is: If there is so much going on, is it really possible to
overlook all of this excitement? Well, to be frank, it is very easy to
overlook the richness in this kind of an environment, particularly if you
work in it everyday. John Gardner, in his book, Self-Renewal
, talks about
this way of overlooking one's environment in his discussion of what he
calls, the "narrowing process":
As the years go by, we view our familiar surroundings with less and
less freshness of perception. We no longer look with a wakeful, per-
ceiving eye at the faces of people we see every day, nor at any other
features of our everyday world.'
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uld be then that the environment of the secondary school will probably
be most exciting for the newcomer and the least exciting for the person who
is most familiar with It. If this is the case. It is quite unfortunate,
especially for the counselor. That Is, if „e say that a counselor's effec-
tiveness Is related to a larger scope and range, then, the narrowing process
itself can be a major contributor to the counselor's dilemma. We can repre-
sent this narrowing effect in the following way:
FIGURE 3:
THE NARROWING EFFECT:
REPRESENTED BY THE RELATIONSHIP
BETWEEN SIZE OF SCOPE AND RANGE,
AND THE AMOUNT OF EXPERIENCE IN COUNSELING
We cannot be certain at this point that counselors are suffering
from the narrowing process, though it is an interesting idea for discus-
sion. However, it does appear that after a period of time, all of us be-
gin to see things in a habitual way, which is related in some respects to
the narrowing process. Dewey, for example, says that habit and its vari-
ous levels is a great deal more than just what we do:
125
ortlnarr=™«pUofof 8°- deeper than the
things /.uho^ "?? iL u “hri^ttSraroir^f^r^
.eotlngan. tespinllnr^r^irthr-nlJS-^ri^r “lo-
using Dewey's notion of habit, we can say that in order for the counselor
to experience the environment in new ways, he or she will have to break
a few habits. In another way, the counselor will have to consciously
inhibit certain habitual ways of seeing to make room for new ways of re-
sponding to or seeing the environment. In this way, counselors can set
the stage for new perceptions and responses that will eventually feed
into their scope and range of observations. Perhaps we are talking about
a pre-condition that will prepare counselors to become more sensitive to
the environment and their individual selves as well. But, how does a
counselor go about breaking habits, particularly when they have been a-
round for years and years? We cannot say for sure what will make a dif-
ference here but let us look at some possibilities anyway.
We have already discussed one way of seeing which can be character-
ized by habit, or in Gardner's terms, narrowing. Combs, Avila, and Purkey
discuss another way of seeing, which is more receptive in character:
A good deal of sensitivity can be acquired by simply looking receptive-
ly. What is observed when watching others is also dependent on the in-
tent of the^observer. What is seen is likely to be what one is "set"
or expects" to see. Idly, watching, one may see almost nothing.
. . .
If looking is to be utilized for increased sensitivity, it must be dir-
ected beyond surface manifestations to the nature of personal meaning
existing for the behavior we observe.^
The notion of looking receptively, then, rather than in set or expected
ways can help the counselor see more, as well as enhance sensitivity.
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Dewey, in his book. Art as Experience ,
with the environment:
advocates a more active involvement
not a withholding^of eL^gy ^°To^Iteep°f receive,
we have first to plungr^nto if ^ °^^selves in a subject-matter
it overwhelms us Ld fat f passive to a scene,
Dewey then goes a step further from the notion of being receptive to the
environment. He suggests that an observer must "summon energy and pitch it
at a responsive key" in order to gain as much from the environment as one
possibly can. Dewey goes on to say chat if a person does not use this kind
of energy in seeing, or is "passive," the environment can become overwhelm-
ing to that person. Could this be one of the causes of the narrowing proc-
ess or our habitual ways of seeing things? Said in another way, is it a
possibility that counselors have become overwhelmed by the secondary school
environment itself and have coped with this situation by cutting off cer-
tain stimuli? In some cases, it is quite possible indeed.
Rollo May,^^ in a fairly recent work entitled. Courage to Create
,
talks about the importance of encounter in the creative act. May's notion
of encounter is very similar to Dewey's idea of an active or energetic way
of seeing or responding to the environment. Though May uses the artist as
his example, if offers us insights in finding ways that counselors may see
more in the environment of secondary schools. May writes:
Artists encounter the landscape they propose to paint— they look at it,
observe it from this angle and that. They are, as we say, absorbed in
it. Or, in the case of abstract painters, the encounter may be with an
idea, an inner vision, that in turn may be led off by the brilliant
colors on the palette or the inviting rough whiteness of the canvas.
The paint, the canvas, and the other materials then become a secondary
part of this encounter; they are the language of it, the media, as we
127
rightly put it.
tory task, in a
Or scientists confront their experient,
®l®ilsr situation of encounter.
their labora-
Staying with this feeling, it is possible for counselors to become "absorb-
ed” by the environment of the secondary school in the same way that the
artxst experiences the landscape, or the scientist who "confronts" an ex-
periment. A counselor’s encounter with the school environment, looking
from this angle or that angle, can create new forms, new ideas and new
feelings about secondary schools and the counselor’s place within that
environment. These new ways of experiencing are an excellent beginning
for the counselor to discover new strategies for more effective counseling.
Let us take a closer look at some of the possible advantages of
this way of seeing for the counselor. First of all, it puts the counselor
in a more meaningful relationship with the environment and its elements,
particularly with students and school staff. The counselor will be able
to make new kinds of contacts with the environment which can bring forth
a new awareness of self, the other members of the school community and
the total school environment as well. This new awareness can create the
foundation for a new sense of unity and wholeness, or even a gestalt, where
the counselor, the individuals within the school, and the school itself be-
come one. This feeling of intimacy, or "oneness," between the counselor
bhe environment in which he or she works is critical to effective prob-
lem-solving
.
Second, the encounter between the counselor and the environment is
a continual process which often changes in its tone, shape, and form. The
counselor’s awareness of the nature of this process, remaining sensitive to
the changes within the environment and within self, separately and in unison.
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is another critical Ingredient In a counselor's ability to solve problems
effectively. Looking at this Idea In practice. „e can say that a counsel-
or's employment of a particular problem-solving strategy that seemed to
work last year may not necessarily solve a problem this year even though
the two problems appear to be the same. It is Important to remember that
the environment and our relationship to It is continually changing. To
maintain spontaneity, freedom and creativity in our efforts to solve prob-
lems In secondary schools, we have to remain sensitive to the changes in
ourselves, and the school environment, as well as the changes in the nature
of the contact between ourselves and the environment. Perhaps we are talk-
ing about a counselor's ability to adapt to changing conditions, both in-
ternally and externally. If „e can chink of a counselor as a "natural
system," we can Illustrate this process In a different way. Ervin Laszlo,13
in his book. Introduction to Systems Philosonhv. discusses systems that can
compensate for changes within the environment as having a higher level of
stability. He assigns degrees of value to the various states of adaptation
attained by a particular system. He writes:
Optimum value for natural systems correlates with the state of organi-
zation through which they are capable of predicting, and compensating
tor, the greatest variety of relevant environmental changes.
Negative value correlates with such states of the systems wherein they
cannot utilize energies available in the environment. In such statestheir entropy increases and organization decreases. If the states
persist, the systems are condemned to disappear.
Many of us can recognize a similarity between what Laszlo calls, "negative
value" and what we call, the counselor's dilemma. That is, counselors have
not adapted well to the changes in the environment, and as a result, dis-
organization and disorder in the profession has become prevalent. Using
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Laszlo s terminology, then, Ke want to move the counselor's state of adap-
tation as a system, from "negative value" to "optimum value,"
Last, it may be discovered after a period of careful observation
that problems and their solutions are in many ways closely related. That
is. if a counselor grows to understand the environment and its elements
more intimately, as we have suggested earlier, problem Identification be-
comes more precise and accurate. As a result, viable solutions to these
problems become more readily available to use because the solutions them-
selves are often an Integral part of the "whole" of our understanding of
the total environment and its potential problems. This idea is analogous
to a mechanic who knows his or her own car engine and its parts, shall we
say. Intimately. When the car breaks down, or when there is a troubling
sound coming from the engine, the rapidity In which the problem is identi-
fied and then solved can be spell-binding, particularly to those of us
who find car engines endlessly confusing. Alan Watts supports this idea
in his discussion of the connection between the problem and the solution:
The solution has to be found.
. . In the problem and not away from it.
n other words, the 'bad' man's disturbing emotions and urgent desireshave to be seen as they are—or, batter, the moment in which they a-
rise has
^
to be seen as it is without narrowing attention upon any as-
pect of it. And just here. Instead of straining towards a future In
which one hopes to be different, the mind opens and admits a whole
experience in which and by which the problem of what is the 'good'
of life is answered.
In suimnary, we have discussed several ways of seeing that might
help the counselor experience his or her environment in new ways. We said
that because the environment we live in or work in becomes familiar over
time, we have a tendency to overlook much of its inherent richness. In
the case of the counselor, the secondary school, in all of its excitement
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and activity, can become quite commonplace as a result of habitual ways of
seeing or as a result of what Gardner calls, "the narrowing process." I„
order to experience the environment of the secondary school in new ways,
the counselor has to become open and receptive to the environment, trying
to inhibit those responses or ways of seeing that have become a pattern
or a habit. This new way of experiencing the environment is not at all a
fixed state, but a continual process. This process will eventually bring
about new Insights and new feelings about the environment and the counsel-
or's relationship with that environment, all of which feeds into a counsel-
or's scope and range of observations. As the scope and range of a counsel-
or increases, it is likely that the degree of effectiveness in solving
problems will Increase as well. Dewey champions the Importance of this
kind of experiencing of the school environment tor all educators:
It thus becomes Che office of the educator to select those thingsWithin the range of existing experience that have the promise andpotentiality of presenting new problems which by stimulating new
ways of observation and Judgment will expand the area of further ex-perience. He must constantly regard what is already won not as afixed possession but as an agency and instrumentality for opening
new fields which make new demands upon existing powers of observa-
tion and of intelligent use of memory.
Attempting to See as Others See
Attempting to see as others see is a process that counselors are
already quite familiar with. It is the basic element underlying most
counseling theory. Counselors, in trying to help the other, must at some
point try to see the world as the other sees it. This way of seeing or
feeling leads to a deeper understanding of that particular individual,
which then allows for more effective strategies for helping. Carkhuff
calls this kind of seeing or feeling, empathy. He says:
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Empathy is perhaps the most critical of all hplm'no a-
out empathy there is no basis for helping til It f^rT"
to come to understand himself at deeper levels. 17 ^
helpee
Rogers talks about this kind of understanding, which he calls "empathetic
understanding," as being one of the most powerful tools we have as help-
ers
. He writes
:
iLL ro I f T me, if I can understand how itseems t him, if I can see its personal meaning for him, if I cansense the emotional flavor which it has for him, then I will be re-leasing potent forces of change in him. If I can really understand
ow he hates his father, or hates the university, or hates commun-ists if I can catch the flavor of his fear of insanity, or his fear
of atom bombs, or of Russia—it will be of the greatest help to himin altering those very hatreds and fears, and in establishing real-istic and harmonious relationships with the very people and situationstoward which he has felt hatred and fear. We know from our research
that such empathic understanding—understanding with a person, not
about him— is such an effective approach that it can bring about ma-jor changes in personality
.
In perceptual psychology, this same idea is expressed as an understanding
of behavior from the internal frame of reference. Combs, Purkey and Avila
discuss this way of viewing behavior: "To understand the behavior of per-
sons from the internal frame of reference, it is necessary to discover
how things seem to them, especially how people see themselves and the
19world they are involved in." So, for the most part, we know that the
idea of attempting to see as others see" is not at all new for the prac-
ticing counselor. We have cited only three examples of a highly recurring
theme throughout the counseling literature which posits empathy or em-
pathic understanding to be the most necessary dimension for effective
counseling
.
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It appears then that we are Just stating the obvious In that the
essence of counseling Is attempting to see as others see. So, If counsel-
ors are already doing this kind of seeing, how does this contribute to
solving the counselor's dilemma? Before we begin to answer this question,
let us assume that seeing as others see Is not such an obvious or easy
thing to do. Moreover, how many of us actually understand this idea to
Its fullest? Combs, Purkey and Avila feel that although this notion Is
"patently" obvious, few people actually comprehend Its true meaning. They
continue: "Reality for each person is what it seems to be for him. Our
failure to fully comprehend that fact Is perhaps the most important sin-
gle cause of breakdowns In communication and the source of much conflict
and misery. Although the idea of seeing as another sees is quite well-
known, especially among professional helpers, what becomes more obvious is
that we still have a great deal to learn about it. It is our intent and
purpose here to look at this notion more carefully in an attempt to com-
prehend it more fully. We will also look at some of the inherent poten-
tial of "attempting to see as others see" as an effective strategy for
solving problems more effectively in secondary schools.
In the context of the secondary school, we know that counselors in-
teract with students, teachers, administrators, parents, and other counsel-
ors to some extent each day. So, are we saying then that the counselor has
to try to see as aU of these others see? And if so, isn't this asking a
great deal of one counselor? Well, it would certainly seem to be quite un-
reasonable if the counselor were expected to focus on all of the members of
the school community equally. However, we are not suggesting this at
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IS
all. Let us again establish the fact that the counselct is primarily
involved with the lives of students. In other words, the counselor
mainly Interested in trying to see as the student sees. Yet, In trying
to understand the students' ways of seeing, the counselor also gets In-
volved with the other members of the school community. So, In varying
degrees then, the counselor will eventually have to attempt to see as all
of the others see in order to more fully understand the students' world.
We will see later how this comes about. First, though, let us look closer
at the counselor's relationship with the student to see how this relation-
Ship can help the counselor overcome the counselor's dilemma.
For purposes of discussion, let us create a hypothetical student.
What kinds of things make up a student's world? We can say that a student,
as a single observer, makes the following kinds of observations, which can
be represented by the scope: friends, teachers, family, administrators,
interests, community.
.
. etc. So
,
in a typical counselor-student inter-
view, the counselor can gain a tremendous amount of information about a
student's world by asking questions like: What are your teachers like?
What are your interests? How do you get along with your parents? How
about your friends? What are your biggest problems in school? In this
way, through numerous of such interviews, the counselor begins to see the
school or the world from the student's point of view, discovering the
student s scope and range of observations. This process alone can be the
counselor s most valuable asset in overcoming the counselor's dilemma.
Let us look at why this is so.
We are all quite familiar with the notion that counselors offer
help to students. Yet, we often overlook what the student brings to the
13A
counselcr-student relationship. Carkhuff supports this important aspect
Of the helping process by pointing out that:
characteristics the helpee brings with him to the helping process
icsfiV* 'f h
i^to (1) the demographic or actuarial character-
helnp
populations, and (2) the levels of functioning ofpee populations, including traditional diagnostic categoriesOther personality and motivational characteristics, including thehelpee's mental set and expectations for counseling may fS in^o a
he di:s\urirth:\':?pi^rp:o:L^^
The student brings help to the counselor in the form of new insights, new
questions and new Information about student life and the students' points
of view. The counselor can also get a better Idea of which strategies
are effective in working with students and which ones are not. Carkhuff
and Berenson reinforce this idea when they say: "Trusting the feedback
that he (the counselor) gets from his client will enable him to be shaped
by what Is effective for the client. This new information feeds back
into a counselor’s scope and range of student observations, or a counsel-
or s response repertoire, which can, over a period of time, enhance a
counselor s effectiveness. In other words, no matter what size a counsel-
or s scope and range happens to be at the present moment, it can be ex-
panded through a deeper understanding of the way students see the world
in which they live. We can illustrate this process as follows:
FIGURE 4:
RELATIONSHIP BETWEEN KINDS OF STUDENT OBSERVATIONS
and feedback potential of counselor a and counselor B
Several questions may immediately come to mind: Can the solution
to the counselor's dilemma be so simple? Haven't counselors been doing
this all along? If not, what have counselors been doing if they haven't
been getting to know students? Admittedly, it does seem to be rather pre-
sumptuous to suggest to counselors that if they get to know students better,
all of their problems will be over. Yet, this is virtually true. That is
not to say that counselors have not been attempting to understand students
and their ways of seeing in past years. What we are saying, however, re-
lates back to our earlier discussion about counselors learning to experi-
ence the environment and its various elements in new ways. In other words,
perhaps the counselor has gotten into patterned, and habitual ways of
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responding or experiencing students. This maybe a big part of the problem.
Could it be that we are just overlooking much of the potential of the stu-
dent-counselor interaction? Or, can we do a better job of trying to see
as the students see their world? Perhaps we can.
Let us take a look at our hypothetical student’s world once again.
We have said that the student’s world may consist of the following ele-
ments: teachers, counselors, administrators, friends, other peers, family,
interests, etc. So, how does a counselor go about getting to know this
Well, we have already mentioned the importance of the student-
counselor interactions. We can learn a tremendous amount about students
this fashion. Yet, there is still more. We can explore the student's
environment ourselves, trying to get to know its various elements through
direct experience. Of course, there are some built-in limitations to
doing this. First, it is not an easy task to follow a student everywhere
he or she goes throughout the day. Besides creating unnecessary paranoia.
It IS impractical with so many students to look after. Second, even if it
were possible to 'shadow' a student's daily life, we would only get a
fleeting view of how the student experiences the elements of his or her
environment. Therefore, we must settle for the next best thing. That is,
we can talk with teachers and parents. We can explore the physical environ
ment of the school, and of the home to get a better idea of the various
parts of a student's world. During the school day, we can observe students
with their friends in the classrooms, in the corridors, in the lunchroom,
or on the playing field. Through this kind of exploration, we can begin
to see more of the complete picture of a student's world, which will enable
us to better understand the student and the problems that he or she might
have
.
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Most people would agree, of course, that this idea makes sense in
that It would seem that the counselor would want to know as much as possible
about a student’s relational system. Following this line of thinking, one
might ask the question: But isn’t it possible to find out about these re-
lationships from the student directly without worrying about all of the
other people? Yes, it is possible to some extent, but not completely.
To illustrate this point, let us say a student goes to her counselor, com-
plaining that ”my teachers don't like me!" The counselor’s first step,
usually, is to find out exactly what she is trying to say. For example,
the counselor might respond in one of the following ways: 1) You feel
that there is something about you that teachers do not like. 2) You feel
that there is something about the way teachers behave around you that gives
you the impression that they don’t like you. 3) You don’t like your classes.
) You are very unhappy with school right now. Responses of this type could
go on endlessly. Yet, what is important to notice here is that the counsel-
or cannot be sure that the student is expressing what she is really feeling.
The words themselves can often be misleading. We could even say that the
words we use have complementary meanings; each person has his or her unique
usage of language. So, if a counselor takes a student’s verbal expression
of feelings about an event or a relationship at face value, it is quite
possible that the true nature of the student's feeling will be missed.
Furthermore, when we encounter a student who is not verbal, we are even
more uncertain about what is going on. Combs, Avila, and Purkey summarize
this point quite succinctly:
• .
. of course, no one can ever express the full meaning of an event
for him when he speaks of his feelings. The full meaning of the event
involves the entire perceptual field of the speaker at the moment, and
138
only a portion of that can ever be ^
himself with the best language at his disposal.'' Se^'are'keenW IZlToThow poorly words express the full import of what we feel 23
^
Let us accept for the moment the student’s complaint, "my teachers
don’t like me,’’ or better still, „e will call it the student’s point of
view. In other words, if this student has six different teachers, we ac-
cept the student’s view that these six different teachers do not like her
for some unknown reason. Laing discusses the importance of one’s view of
ths otli0ir s view of seif. He seysi
My field of experience is, however, filled not only by my direct viewof myself (ego) and of the other (alter), but of what we shall call
^ perspectives-my view of the other's (your, his, her, their) view
I am rn
actually be able to see myself as others see me, butconstantly supposing them to be seeing me in particular ways, andam constantly acting in the light of the actual or supposed attitudes
opinions, needs, and so on the other has in respect of me.'’"'24
Using Laing 's phrase, we can say that this student's "meta-perspective"
on her teachers’ view of her, as a person, is a very negative one. So, if
our goal, as counselor, is to help this student feel more comfortable in
classes, or with her teachers, or with herself, we would have to probe
further in order to learn more about her relationships with teachers. In
essence, we would seek the teachers' points of view. Only after we have
acquired the various points of view from teachers, or any other significant
others, can we do anything about solving the student's problem. That is,
using the information shared in the student—counselor interviews along with
the new information gathered from teachers, the counselor places himself or
herself in the most advantageous position to identify the problem as well
as to create effective strategies to solve the problem. It may turn out
that it is not the student's problem at all. Yet, we could never be cer-
tain until we go out and discover this for ourselves.
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To many counselors, this process may already seem to be too time-
consuming. It is true that the act of going out to discover more about a
student's world in secondary schools can involve many, many people. Even
if we are only talking about a student's relationships with teachers, we
have to get to know at least five and sometimes as many as eight different
teachers. We can illustrate the breadth of student-teacher interactions in
the average school day like this:
FIGURE 5:
SCOPE OF DAILY STUDENT-TEACHER INTERACTIONS
teacher
teacher
teacher
teacher
teacher
1
2
3
4
5
Furthermore, as we know, students are not only involved with teachers, but
with peers, family, community, etc., which could extend the analysis of a
student's world indefinitely. So, is this really going to help us? Well,
we cannot know until practicing counselors give it a tryl However, if we
can, let us try to focus on the idea for the time being. The more practi-
cal aspects of handling student problems or school problems in this way
will have to be worked out according to individual counseling style and
specific context. Hopefully, not all student problems will require this
kind of in-depth exploration of a student's world, but some definitely
will. We can also point out that in terms of working with school staff
members, it is, in fact, possible for counselors to build stronger
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relationships with the members of the staff than with students. Our stu-
dents, as much as we care for them, go on; school staff members stay.
Therefore, when we talk about getting to know teachers, or a teacher’s
point of view, much of this work has already been done. To obtain the
teacher’s point of view can be as little as sending a note to a teacher,
or talking over morning coffee, or having a group of teachers get together
one day after school to discuss certain student problems. In the next
chapter, we will see more of how the idea can work for a counselor in the
context of day to day living in secondary schools. Right now, though,
let us look at what we have to gain by approaching student problems in
this way.
The major advantage of going out to discover more about a student’s
environment is that we can better identify problems which will help us
create more effective strategies for solving student problems. Another
benefit is that we usually end up learning a great deal more than we set
out to learn. For example, seeing students in their ’’natural habitat" can
be an invaluable source of learning for us as counselors. We can also get
to know teachers better by visiting their classrooms and getting a ’feel’
for their ways of seeing students, the school and school problems. In
the same way, we might have the opportunity to work with administrators
in different capacities, getting a closer view of how the administrator
sees the school, the students and the administrative role within the school
Contacts with parents, and other members of the community offer us still
other ways of seeing students, the school and the community as well. All
of these new learnings can feed into a counselor’s scope and range to fur-
ther enhance counselor effectiveness. We can picture this process in this
way
:
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figure 6:
FEEDBACK POTENTIAL FROM COUNSELOR CONTACT
WITH TOTAL SCHOOL COMMUNITY
Another aspect of our feedback model here Is that there Is
going on as well. Let us add to our picture to illustrate
aspects of this process:
mutual sharing
the reciprocal
FIGURE 7:
INPUT POTENTIAL FROM COUNSELOR CONTACT
WITH TOTAL SCHOOL COMMUNITY
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In other words, the other members of the school community will begin to
know us, as counselors, which is tremendously important. This re-acquaint-
ance, or in some cases, new acquaintance, can help dispell some of the
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myths and misconceptions about counseling In secondary schools as well as
open new channels for communication.
There is one more advantage to exploring students' learning envir-
onments within secondary schools that we should mention, which is likely to
come With experience. The counselor will begin to see the school environ-
ment and its various elements as more of a "whole." That is, teachers,
students, administrators, parents, other counselors, and thephysical struc-
ture will all come to be viewed as interconnected parts of this whole. As
we become more familiar with the wholeness of the environment and its in-
terconnected parts, new images, new patterns and needs will emerge. We
will see that there is order in the network of events and relationships
occurring in everyday school life, never before realized. However, when
we speak of order here, we are not in any way suggesting stagnation, but
rather creative movement, change, and activity with its own inner consis-
tency and logic, which beckons our curiosity. As we explore the students'
learning environment, then, it will become more apparent that the total
school community, as interconnected parts, make up a "living whole" that
IS no longer chaotic, but ordered by its own logic. As we discover this
logic, we will become less threatened by the secondary school environment
and more sensitive to its needs as a whole entity. Laszlo makes this com-
ment about man s pursuit of order in the nature of things
:
Order is the highest ideal of the human mind; order in thought moti-
vates science, order in feeling inspires art, and order in the course
of human existence is a mainspring of religion. The ordered is the
meaningful, the knowable; the chaotic, the nonrecurrent is the puzzle
and the source of anxiety.
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Hopefully, these words of Ervin Laszlo can help to inspire us to begin our
search for „ore leaning. „ore order in our experiences as secondary school
counselors for Inherent in our Individual and collective pursuits, there
is adventure, wonder, and beauty of the highest order!
Accepting the Complementary Nature
of Our Unique Points of Vtpw
Perhaps if any of the three ideas proposed for increasing a coun-
selor's scope and range should have come first, we might have started with
the importance of a counselor accepting the complementary nature of our
different points of view. Without this acceptance, the other two ideas
become totally ineffectual. In other words, to experience the environment
and its various elements In new and different ways becomes almost an im-
possibility if we are not able to 'take-in' to our own being another's way
of seeing the world, and to learn from it. Similarly, the very essence of
the idea of attempting to see as others see demands an acceptance or a be-
lief in complementary points of view. What we are saying here is using
complementarity as a tool in counseling in secondary schools really suggest
a professional attitude, a credo, or even a way of life chat requires a
Strong commitment to the existence of complementary ways of seeing the
world. Said in another way, if the counselor cannot accept the complemen-
tary nature of the different points of view within the secondary school
environment, though complementarity can be helpful as a technique or a
strategy for solving certain kinds of problems, its inherent strength,
power, and source of creativity as a tool for change to help counselors
overcome the counselor's dilemma is seriously weakened. Yet, one might
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be curious Co U„o„:
„ould cc.ple^entarity ba such s difficulc idea
counselors to accept? Well, the idea itself is not difficult to un-
derstand, nor even perhaps to accept. After all, it is co^on knowledge
that every person has his or her own point of view, is it not7 However,
to practice or to live complementarity, as a professional, and hopefully,
as a personal way of life is another matter all together. For counselors
in secondary schools today, complementarity can present a challenge as
difficult as the counselor's dilemma itself. Let us look at why.
First, we know that the counselor's dilemma is, in part, caused
by divergent points of view. Over the years, the counseling profession
has been shaped, reshaped, stretched, and compacted by the points of view
of the others within the school community. Although many of the changes
were justifiably based upon school community needs rather than the whims
of an influential few, counselors have been left in a seriously battered,
and abused state. This condition has caused counselors to want to retreat
into their own world, protecting what remains of their own sense of profes-
sional integrity, in quite the opposite direction of opening up to the
others' ways of seeing the world. There has been a war going on really,
and typical of war, there are many wounded. We have already discussed
(see Chapter III) the effects of the counselor's dilemma, which are, in
fact, deep professional wounds, not at all healed. If we can recall
Abraham Maslow's^^ "hierarchy of needs," presented in his book. Motivation
_a_nd Personality, it was brought out that the needs for food, shelter, and
safety are basic; they must come first. The needs for love, belongingness,
esteem, and eventually self-actualization, and in that order, come only
after the more basic needs have been met. It could be then that the
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counselor's dilerma has put counselors In such a deprived state of mind
professionally that the needs for shelter, safety, and food, if not lit-
erally, certainly metaphorically, are the primary concern. Complementar-
ity, on the other hand, perhaps requires a higher level of functioning,
uhere the needs of others begin to become as important as the needs of
self. It is in this way that complementarity presents a challenge to
secondary school counselors.
Second, it is really much easier to judge or to evaluate another's
point of view, as being right or wrong, or good or bad, than it is to view
It purely as another's way of seeing. In fact, much of what .happens in
schools, and in life generally, supports this evaluative, or judgmental
way of seeing. For example, students are very much aware of who the good
students are and who the bad ones are as well. Almost with the ease and
certainty of knowing their own names, students know which behaviors bring
in the cherished good grades. Faculty members reinforce these values with
clockwork precision, handing out the rewards, i.e. good grades, awards,
praise, recognition, according to everyone's expectations. In addition,
the punishments for what is considered to be bad, undesirable, or wrong
are probably given out even faster and more consistently than the re-
wards. Unfortunately, much of what happens in our lives or in the world
is scrutinized by the judging eyes and minds of man. Rogers proposes
this hypothesis:
I would like to propose, as an hypothesis for consideration, that
the major barrier to mutual interpersonal communication is our very
natural tendency to judge, to evaluate, to approve or disapprove,
the statement of the other person, or the other group. ... In
other words, your primary reaction is to evaluate what has just been
said to you, to evaluate it from your point of view, your own frame
of reference.
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It see.s that to employ the notion of compU.entatlty as a tool,
then, the counselor will have to fight against a "natural trendency" to
judge another s point of view. Complementarity helps the counselor to
understand that all ways of seing the world "out there" can make sense
if understood with that person's or group's frame of reference. Combs,
Avila and Purkey extend this idea when they say: "Each of us does at
every moment what seems appropriate at that Instant. When the nature of
perceptions is understood, even the weirdest behavior becomes comprehen-
sible. What this means in terms of dally problem-solving in secondary
schools is quite significant. In other words, we know that most problems
facing counselors in schools Involve more than one person, usually a break-
down in interactive processes. When this is the case, complementarity
tells us that each person's view is but one part of a much larger picture
of the problem that we are Crying to solve. To judge one point of view
over another as being more right or more wrong, regardless of role, be-
comes counter-productive to effective problem-solving. Lalng supports
this idea saying:
. . .we cannot take the definition of the situation as given us bythe members of the situation as more than a story they tell, itselfpart of the situation we are to discover. We have to discover the
situation in the course of our intervention in the situation. 29
If we can keep in mind, then, the myriad stories in secondary schools to-
day that await a non-judgmental, caring ear, many of which have never been
told before, we can better comprehend the new challenge that the notion of
complementarity can bring to the profession. For the counselor to remain
whole
,
with a solid sense of self, it will require the utmost of skill
1A7
as well as a profound belief in ruin's complementary ways of seeing our
world.
Another very serious problem that faces the counselor in his or
her attempt to fully understand another's point of view is that it Involves
a great deal of risk. That is to say, if a person really tries to see the
world through another's eyes, that person runs the risk of being changed.
For most people, and counselors Included, the thought alone can be very
threatening. Carl Rogers offers us an interesting Insight about the risks
involved in entering another’s "private world." He says:
If you really understand another person in this way, if you are will-ing to enter his private world and see the way life appears to him,
without any attempt to make evaluative judgments, you run the risk’
of being changed yourself. You might see it his way, you might findyourself influenced in your attitudes or your personality. This risk
of being changed is one of the most frightening prospects most of us
can face.^u
We know, however, that empathic understanding of another person is
the fundamental substance, the 'stuff,' of the counseling process. As we
have mentioned earlier, without empathy, or the attempt to see as another
sees, counseling, as we normally think of it, would cease to be. We will
assume then that most counselors at some point in their professional lives
have confronted the risks involved in the counseling process, where experi-
encing as another experiences the world can change the counselor's own
sense of self. With each student, or client, it can be like taking a
journey into a space unknown, never to return to the same point of de-
parture. Or, it can be similar to your leaving home in the morning for a
day at work and returning to find you home totally and permanently remod-
eled. Even though the new arrangement may be an improvement, it will take
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some getting used to. Although „e. as counselors, have all had this ex-
perience, „e have mainly focused upon the lives of students. Complemen-
tarity brings others into the picture. These new points of view, new
ways of seeing the world, or the school, will no doubt add to the risk
counselor s experiencing change within themselves. Although most
counselors would agree that change by Itself is not such a bad thing,
and IS probably a very healthy antidote given the state of the profession,
it is also apparent that to conduct one's professional life in this risk-
taking manner requires a great deal of courage. Unfortunately, this kind
of courage is hard to come by today, particularly when the profession is
at an all time low.
It appears that we have arrived at an impasse. That is, the notion
of complementarity, although quite feasible as a helpful tool for counsel-
ors in secondary schools, presents a challenge almost as great as the
counselor's dilemma. So, where do we go from here? Well, we can continue
performing in the counselor role as we have always done in the past; or we
can try something new and creative. We can take a new look at ourselves
as professionals within the secondary school context; or, we can face our
own extinction. Yet, we must remember that our decision about which path
to take, although it is a decision that each counselor has to make individ-
ually, can profoundly affect the lives of others. In other words, the life
or death issue facing secondary school counselors has serious ramifications
for all members of the school community. Because we no longer live in a
community, in any sense of the word, of isolated individuals or groups.
our survival as professionals on the educational scene is very much con-
nected to our survival as a community at large. Do we really have a
I
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choice? Yes, of course, we do. Yet
will choose new life. The notion of
path towards this new way of living
,
the writer assumes that counselors
complementarity offers one possible
as a counselor in secondary schools.
Hopefully, as each of us discovers new meaning in our own lives, and the
lives of others, there will be as ™any paths towards professional renas-
cence as there are counselors working in the field.
Complementarity as a Tool for Change
At this point in the discussion, it is perhaps a good idea to
evaluate the notion of complementarity as a tool for change. We will
take a brief look at each of the needs of secondary school counselors,
as we stated them in Chapter III, to see to what extent complementarity
addresses these needs
.
1. Does complementarity help counselors build confidence in them-
selves as professionals, or to choose 'self’ as the primary
source in counseling in secondary schools?
In many ways, yes, it can help here. However, we could never
say for sure without the points of view of the counselors working in the
field today. Yet, it can lay the groundwork for an improved professional
image. In other words, complementarity helps counselors understand that
their points of view are at least as worthy as anyone else's point of
view. Furthermore, because counselors have a larger scope and range of
counseling in secondary schools, they are probably in the best position
to understand, to analyze, and to eventually solve the numerous problems
facing the profession.
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2. Does complementarity help counselors better understand students
as well as the other members of the school community?
Yes, complementarity can definitely help here. It helps us see
each other as single observers of the world around us. By looking care-
fully at the kinds of observations that a person might make, we gain a
more complete understanding of how that person sees the world. The beauty
of complementarity here is that it makes no distinctions of role, sex,
culture, values, etc.; we are all single observers who have our own in-
dividual ways of seeing. In terms of being better able to understand
students, it provides us with a basic framework that can help us to get
to know a student's world—a student's way of seeing. This same frame-
work, of course, applies to the other members of the school community as
well. In essence, complementarity helps us, as counselors, to see as all
of the members of the school community see, which is a critical ingredient
in effective problem-solving in secondary schools. In addition, although
the notion of complementarity unequivocally tells us that we see the
world differently, it can also be a new source of the old cliche: we
all have a great deal in common'.
3. Can complementarity help counselors sort through the divergent
expectancies existing within the school community?
Yes, complementarity is also very helpful in this area as well.
That is to say, complementarity and its various aspects, particularly
scope and range, help counselors see that it is a natural phenomenon for
different people to see differently. All of what we see depends upon
the point of view of the individual observer. Teachers, students,
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administrators and parents, due to their particular points of view, are
then expected to see counseling in diverse ways. This knowledge alone
can reduce a great amount of anxiety which normally accompanies differ-
ent ways of seeing things. Also, if counselors begin to look at the
members of the school community as observers, with unique ranges and
scopes, they can learn more about the individuals within the school com-
munity and their various needs. These needs may have a significant Im-
pact upon current and future prograiraning of counselor services. Last,
as counselors explore the school environment, the other members of the
school community will begin to learn more about the counselor and his oi
her point of view of the counselor role, which can eliminate much of the
confusion about counselors and what they do.
4. Does complementarity help counselors look at counseling in
secondary schools in a new way, moving us towards a profes-
sional evolution?
Yes, perhaps it does. The notion of complementarity gives us a
new language to use in looking at what have become old, tired problems
in the counseling profession
—
problems that seem to get worse rather
than better. It offers us a new way of seeing or a new way of approach-
ing some of these problems. It can possibly help us liberate our crea-
tive selves which have been crushed by the deadening weight of the
counselor's dilemma. In addition, perhaps complementarity can help us
see the total secondary school community as a whole that has specific
counseling needs of its own. Addressing these needs will necessitate
an expansion of our ideas about counseling, which is a good beginning
towards professional evolution.
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counselors use the notion of complementarity to help them
share Ideas, concerns, and problems in secondary school counsel
ing with one another?
Yes, complementarity has tremendous potential here. If counselors
can accept the notion of complementarity as a base for communication, the
positive ramifications are immense. That is, instead of focusing on who
IS right or wrong, or who’s counseling theory is more or least effective,
all points of view can be shared and appreciated for what they are—a dif-
ferent experience, a different way of seeing. These different ways of
seeing become sources of new knowledge for everyone's professional growth
and development. Even more important, we get to know each other!
6. Does complementarity help the counselor to build the courage to
overcome the counselor's dilemma?
Unfortunately, we cannot say for sure that complementarity can
help to build courage in counselors. We can only say that it has some
potential in this area. However, let us face the fact that even with its
inherent elegance as an idea, complementarity is not magic! Furthermore,
courage is a virtue that does not come about easily. In fact, we could
all probably use more of it. To complicate matters even further, we
have said that the notion of complementarity itself, if fully employed
as a tool for change, will also require courage. So, where does all of
this courage come from? Aren't we really being somewhat unrealistic in
view of the secondary school counselor's present condition? Well, per-
haps we are in some ways. Here we are with another unknown, and quite a
big one as well. Yet, we can at least simplify things by pointing out
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that we are not suggesting that counselors have two kinds of courage at
all, or two times as much courage. We are talking about one kind of
courage: the courage to be oneself. Overcoming the counselor’s dilemma
certainly requires this kind of courage. Similarly, in order for the
notion of complementarity to be most useful as a tool for change, being
one's self Is critical. Yet, what will help the counselor cake the first
step CO being his or her true self we cannot know. Most of what comple-
mentarity offers us will come after a counselor takes that first step.
However, at the actual moment of taking that step, each counselor must
go It alone. Rollo May discusses the importance of this first step when
he wrote:
The hardest step of all, requiring the greatest courage, is to deny
those under whose expectations one has lived the right to make the
laws. And this is the most frightening step. It means accepting
the responsibility for one's own standards and judgments, even though
one knows how limited and imperfect they are. ... It is the cour-
age to be and trust one's self despite the fact that one is finite;
It means acting, loving, thinking, creating, even though one knows
he does not have the final answers, and he may well be wrong. But
it is only from a courageous acceptance of "finitude," and a respon-
sible acting thereon, that one develops the powers that one does
possess— far from absolute they be.^^
How is complementarity potentially helpful in this area? Well,
we will really have to speculate here. First, we can say, for example,
that complementarity can help counselors feel more comfortable about
their own points of view as single observers. We have learned that
everyone sees the world differently. The focus shifts from the normative
base of right and wrong to the notion of "differentness." Perhaps this
aspect of complementarity can help counselors appreciate their own unique
way of seeing. Second, we have learned that our observations are incom-
plete and uncertain. Even in the physics laboratory, where the highest
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levels of precision and exactness can be attained, there are still degrees
of uncertainty. So, if we compare this very controllable environment to
the erratic, dynamic environment of secondary schools, we will be better
able to accept the fact that we can never see it all. Hopefully, this can
relieve us of the responsibility of feeling like we have to see it all, or
to know it all. It is just not possible. In this spirit, why not share
our unique way of seeing things as Important contributions to the whole
of what is really 'out there' so that all of us can see more. The Idea
we are getting at here Is If we can appreciate our unique ways of seeing
the world as being meaningful and Important, we will be more willing to
risk being our true selves. It is in this experiencing, of being our
true selves, that generates the energy, the need and the desire to con-
tinue to be ourselves I
Overall, it appears that the notion of complementarity is a likely
candidate as a tool for change. However, as we have pointed out, we could
never really determine its usefulness until counselors themselves consider
the idea from their own points of view. Given this limitation, however,
it seems that complementarity may be very helpful. Of course, the issue
of courage is a thorny one. The degree to which complementarity can be
useful in helping counselors to build the courage necessary to be oneself
is one of the many unknowns that we will have to live with. Perhaps
through extensive dialogue with other counselors, we can learn more about
what will make a difference, be it complementarity or anything else. The
situation facing us today is very much like an infant who is learning to
walk. The first step, without holding on, is no doubt the biggest, the
most frightening as well as the most wondrous of all steps taken thereafter.
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Somewhere within most of us, the excitement of that moment in our lives
IS remembered. Yet, in observing the trial and error process of learn-
ing to walk, we learn that the first step in all of its grandeur is only
the beginning. After that, there are lots of falls, even steps backwards,
leanings to the right, then the left, all of which add up to a fairly big
frustration over the fact that to walk alone takes a great deal of coor-
dination. Before long, however, these problems seem to smooth themselves
out almost overnight. From that day on, the adventure of exploring the
unexplored, i.e. kitchen cabinets, bedrooms, coffee tables, closets, etc.
overshadows and eventually erases the memory of the fear, the risk and
the frustration of being one's own "prime mover." Now, only the wonder-
ment of the many things to see, to taste, to touch, to feel, and to be.
remains
.
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CHAPTER VI
SIMULATION
—PART ONE
In Chapter VI, we will move directly into the counselor’s world
in secondary schools. To help us accomplish this task, we have created
a simulation which is intended to offer us a more comprehensive under-
standing of the complex of potent forces bearing upon the average
counselor, as a person and as a professional. Although a discussion of
counseling in its entirety presents many problems due to the diversity
of counselor training, role interpretations, and school settings, to
talk about the notion of complementarity and its potential as a tool
for counselors v^thout looking at what is actually involved in secondary
school counseling as a total experience, would be incomplete. To address
the need to view counseling in its entirety. Chapter VI will be a presen-
tation of Part I of a simulation which we have called, "A Day in the
Life of a Secondary School Counselor." In Chapter VII, we will present
of the simulation, which is a discussion of Part I.
Before we begin Part I, we should point out that one of the
greatest challenges that we as counselors and therapists have is how
to talk about or write about what we do. John Shlien, for example, says:
Few things are more difficult for a therapist than presenting "a
case
. It was a living, breathing, sometimes gasping, sweating
experience. I seriously doubt that we can really picture each
other s work this way. I know we cannot do it justice. Also,
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Another reason that makes the task of talking about our work so
difficult is that we have no idea what we are doing in any systematic
way. For the most part, the counseling experience, particularly in
secondary schools, consumes the time and energy necessary to reflect
upon those things that work, those things that do not work, and those
things that need to be done. Laing supports this view when he says:
Social workers and psychiatrists have to be practical. We havehectic jobs; our theorizing is often done in the midst of our
activity, or in our spare time when we are not too exhausted. We
o ten discover what we do after we have done it. An advantage ofthis IS a certain empirical pragmatic approach. Disadvantages are
t at without time for critical reflection we may become dogmatic intheory, and keep repeating ourselves in practice. We may even keep
repeating a story about what we repetitiously do that does not even
match what we do; especially if we do not have sufficient time to
scrutinize what we are actually doing.
In the spirit of what Laing calls, "critical reflection," the
writer has created this simulation with the hope of shedding new light
on the counseling experience in secondary schools for those who know
it well, and for those who do not.
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Part I
Setting: The last of a series of seminars on Secondary School
Counseling held at a local university.
Participants : A Facilitator (Counselor Educator), A Parent, A
Teacher, A Student, A Counselor, An Administrator.
To_day^s Topic : Complementarity and the Practice of Counseling.
Activity
: Listening to the tape, ”A Day in the Life of a High
School Counselor”,
Zacilitator : Last week, we looked at some of the ways that comple-
mentarity might be useful as a tool for counselors in secondary
schools. We covered a lot of territory with many unfamiliar
terms. This week, we are going to look at how some of these
ideas might work in the actual practice of counseling in second-
ary schools. I have a tape here along with a transcription of
the tape, which I will give to you now. You can listen to the
tape with or without the transcription. However, we will need it
later in our discussion of the tape.
Administrator : Who's tape is it?
Facilitator : Well, the tape itself was chosen because it demonstrates
many of the ideas that we've already discussed. It is a very
thorough as well as very personal account of a counselor's day.
Also, it offers many excellent departure points for discussion.
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The counselor in the tape appears to be quite effective in the
job, which IS important in that we can focus on how the idea
of complementarity can work. I should say as well that the
counselor, who is the central character is the tape, became
familiar with the notion of complementarity in one of my semin-
last semester. As it turns out, complementarity was already
a natural part of his way of doing things. This tape was sub-
niitted as a final project.
Parent . Should we try to keep our ears open for the various parts
of complementarity?
F_a
_
cilitator : If possible, try to take in the whole experience of
the tape complementarity.
Counselor : What kind of school does this guy work in anyway?
Urban? Rural?
Facilitator : Let's see. The school is in a middle-income, white
community
,
where there is a small percentage of very wealthy
families and perhaps a little larger percentage of Impoverished
families. The student population is about 1,200. The curriculum
is mainly academic, from grades ten through twelve. The commun-
ity is suburban with a population of about 35,000. Most people
work outside of the community, traveling a total of twenty miles
per day. Is there something else that might help here? Oh yes,
there is a small, but growing number of non-white families moving
into the area as of five or six years ago. I think that is enough
for now really.- We will discuss some of these things later on.
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So, «e will get started now. Remember— try to sit back and re-
lax. I hope you enjoy "A Day In the Life of a High School Coun.
selor .
"
Before School
Before school begins, the atmosphere of the school is relatively
still as most of the students prefer to remain outside. At the same time,
there is an edge of anticipation which is generated by the swelling stu-
dent body about to begin the daily race against the bell, like sprinters
shooting out of their respective starting blocks, each one trying to
cross the finish line, better known as Homeroom, before the late bell.
Of course, I am now referring to the majority of students. There are
always the others who make it a tradition to start the long journey down
the hallowed halls only after the late bell has rung. Also, there are
those who are already in their homerooms checking over their homework,
chatting with friends or catching up on lost sleep. More will be added
to their number once winter sets in. As I read my mail and other memor-
anda, heading towards my office, I bid pleasant "hellos” and "good morn-
ings to the students and faculty that I pass along the way. In many ways,
really just like yesterday, another beautiful fall morning. Yet,
like yesterday, today will be quite different from all the rest.
I usually use the first few minutes before school begins to pon-
der the events of the day. I look over the day's calendar, knowing that
most likely, there will be changes. I tell myself this because if
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I try to get too organized, then I am doomed to be frustrated. In the
life of the counselor, particularly in secondary schools, it is rare
that your day will be as planned. I can remember when I first started,
hat this kind of planning was somehow connected to being effici-
ent. When I found that I could not predict the kind of day I was to
have, I then changed my definition of efficiency. Otherwise, I would
have drowned in my own pity. After that, I decided that to be an effic-
ient counselor, one must not schedule. One should be organic, flowing
with the tempo and rhythms of the students and their worlds, which by
definition was more spontaneous and certainly, unpredictable. Today,
having missed several Important deadlines due to my organic lifestyle
in the counseling role, and having to sit through a couple of very
embarrassing situations with parents, whose children might not get into
college due to my negligence, I have adopted a style that is somewhere
in the middle. That is, I've learned to schedule where possible but I
don't get frustrated by it. So, as I mentioned earlier, in the few min-
utes before school’s beginning, I organize.
Today is a busy one. I have appointments during every period
of the day. I prefer having at least one period free to wander around
the building to interact informally with students and faculty, but lunch
time will have to suffice today. In the morning, I will focus on in-
dividual problems. The afternoon will be devoted to group counseling
sessions. After school, I have a meeting with a teacher and parents,
which I should find out more about. It is a good thing that I had a
good nights rest because without it, I’d never get through the day.
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Thinking back on my graduate training, I can't remember hearing things
night's rest can b e a counselor's salvation
. I am sure
that it was assumed that one would normally do this, but I had to learn
it the hard way. Maybe someday I will write a primer on some practical
hints in counseling at the secondary level. For sure, one whole chapter
would be devoted to the importance of rest and relaxation along with
hints for possible energy sources within the school day. Boy, could I
have used something like that when I first started out: Well, at any
rate, looks like I go straight through the day which will, no doubt,
make the day fly. And, I think by the end, 1 will have earned my pay.
Period I
I hear the buzz of the first bell of the day. Mrs. Robeson enters
niy office in her usual warm manner.
Good Morning, Mr. Ceemore," she says warmly. "How are you?" She
asks this question knowing my usual morning mood. "The coffee is ready to
go."
Trying quickly to let her know that it isn't in fact one of those
mornings that she knows about so well after five years together, I say,
"Good Morning to you, Mrs. Robeson. Even though I don't really need it
today, I will have one for tradition's sake."
Mrs. Robeson laughs as she prepares her desk for the day.
While I pour my coffee, I think to myself that Mrs. Robeson has
been invaluable in keeping order in my life as counselor. I certainly
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would not want her job. And, she is quick to admit that she really
wouldn't want mine. So,
"Betsy Flanagan
late for her appointment
we have a nice arrangement it seems.
came in to say that she would be a few minutes
this morning," Mrs. Robeson says. "So, you
have time to enjoy your coffee."
I nod in recognition of the appreciated extra time and then I
ask, "Could you please remind Mr. Gordon of our meeting this afternoon
with Mr. and Mrs. Raymond?" She writes it down on her note pad. It's
as good as done.
As I sit for the few relaxed moments before my first appointment,
I begin to think about what I will say to the group of tenth graders I
will see this afternoon. Most of them, at this point, are thinking of
going on to college. Yet, I am not sure at all how may of them have
really thought about that decision. Another problem is trying to figure
out what I can say that will have relevance to them about life after
high school. Plus, I am now feeling the frustration of conducting past
groups of tenth graders with limited success. Most of the students seem
bored with what I have to say and leap out of their seats at the sound
of the bell. If I could only find a way to interest them in thinking
about their lives in a constructive, non-threatening way, I'd feel so
much better. I have so much that I want to share with them; so much
that they have to know in order to meet the challenges that life presents
to us all. There has to be a way to reach them, but maybe I am trying
too hard. Who knows? Suddenly, I hear a polite knock at the door,
breaking my trance.
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Mrs
.
"You have a phone call, Mr. Ceemore" chimes
Crane.
. . Fred's mother? She wants to talk to
Mrs. Robeson. "It's
you about college
applications for Fred."
"Thanks. I'll take it in my office," I blurt out still somewhat
in a daze. "Hello, Mrs. Crane. This is Mr. Ceemore speaking."
Yes. Mr. Ceemore, how are you? I am sorry to disturb you first
thing in the morning," she starts out in a rather polite tone. "I wanted
to talk to you about helping us get an application off to college immedi-
ately."
A bit puzzled by the sense of urgency, I ask, "What's the hurry?
College applications aren't due for another two months or so."
"Well, I knew that you'd ask that," she responded. "Fred' is
considering Engineering School at Rogers College. Both my husband and I
went to Rogers and we felt that for him to be eligible for certain key
scholarships, it would be best to get the application in right away.'"
Still somewhat confused, I say, "Are there certain scholarship
deadlines that must be met at this early date? If so, I should know
about them myself."
j
Yes, she answers. In fact, most of Rogers scholarship deci-
j
sions are made before the first of the year. Rogers, being a small
I
college, does things somewhat differently from the larger schools. So
j
j
we were talking last night about college and for the first time, Fred
I
showed an interest in attending our almamater. We are thrilled, believe
j
me. Mrs. Crane continues, but in a more cautious tone. "You see, Fred
I
I
I
I
I
<1
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doesn’t say much around the house lately, m fact, he and his father
rarely talk to each other in a civilised way. Sc, you see for him to
show an interest in doing something with his life, we want to help him
in every way. You can understand now why we want to move fast
. I
would be so pleased to have him attend Rogers College. 1 really would."
I now had more of an understanding of the urgency, but 1 didn't
know where to begin. It is so hard to know what is really happening in
a family from talking with only one of its members. I think it is best
to just deal with Mrs. Crane's request. I say, "1 can certainly help
with the applications. When do you need them?”
This afternoon,” she replies,
inconvenience for you.”
I know that this will cause an
She's right. I don't know where I will find the time, but some
how I will manage. "Okay, Mrs. Crane, bring them in and I will work on
them. Can you bring them in right away?”
Yes, she says. I can't tell you how much I appreciate this
Mr. Ceemore.”
Her comments about Fred's behavior at home do concern me some.
I wonder how Fred is feeling about his life right now, or about college
next year. Is it really what he wants? I ask, "Is there anything else
that I can do to help? It sounds like Fred isn't too happy right now.
I know that it concerns you very much. It concerns me as well. Maybe
I can talk with Fred myself.”
Oh could you?” Mrs. Crane says in a way that suggests that she
"I have asked him to come in to see you.had this in mind already.
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'fet, ha told ma that only the kids with problems go to see counselors and
he doesn't have those kinds of problems. Yet, he knows that he hasn’t
been himself lately and to be honest, I am very worried. I told him that
counselors help kids get into college and find jobs too. I said that you
don't have to be embarrassed about seeing the counselor at all." There
is a silence now. "1 wish his father could be more patient with him. I
don't know. Maybe you can tell us what we are doing wrong?" She laughs,
though obviously upset.
"I will try to speak with Fred, Mrs. Crane,” I say. "And, I am
afraid that it isn't unusual that students are a bit shy about coming to
the office. But, I do have some ideas that might work. I will get back
to you after I have spent some time with Fred, okay?"
"Oh thank you, Mr. Ceemore. And I will drop off the applications
right away. At what time shall I pick them up this afternoon?"
''Hmmm, let's say about three o'clock," I answer. "Perhaps I
will see you for a moment then if there's time."
"Great," she says with a new brightness in her voice. "Thanks
againi
"
As I hang up the phone, I am stricken with a familiar feeling.
A mother or a father at a loss as to what to do about their son or daugh-
ter. Most of the time, the parents are truly concerned and want to help,
but somehow it doesn't work. Then come the emotional deadlocks that are
so typical in homes of adolescents. I could feel the tension in Mrs.
Crane's voice as she talked about what was happening. And, I think she
felt better after talking about it. It appeared that way anyway. I am
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not quite sure hc„ to go about approaching Fred but „e have a relationship
started already which Is a point in our favor. Fred, like many students
in our school, wouldn’t be caught dead in the office here. There is some-
thing about the way we do what we do in here that turns many students off.
Personally, I enjoy leaving the office dealing with the students on their
turf. So, it hasn't been a significant problem for me. However, one of
my biggest questions is: How do we make our office more accessible to
more students? That's a hard one. 1 would like to discuss It with the
other counselors in some depth at our next meeting. Oh, my goodness,
Betsy must be here. Let me check.
I open the door to my office to find Betsy talking with Mr. Jones,
the Director of Counseling and Guidance Services, in the outer office.
They both turn towards me as I walk out of my office. I say, "Hello,
Betsy. Hello, Mr. Jones. I am sorry Betsy for keeping you waiting, but
I was talking with a parent on the phone.’’
"Oh, that's all fight," says Betsy, "my problem won't take long
at all."
"Thank you for being so understanding," I say as we walk into my
office.
"We are still on for lunch, aren't we?" Mr. Jones calls out.
Yes.
.
.
yes, of course." I had completely forgotten. "Thanks
for reminding me. Mr. Jones and I have been having lunch for at least
two weeks. Today is the day. It's amazing how you can work right next
door to someone and not have a chance to sit down and ask them how things
are in their life. There just isn't the time. Well, today we will have
lunch. That's a beginning!
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"So, Betsy, how are things,” I ask, leaning back in my chair.
Betsy contorts her face a bit and says, "Okay, except I don't
like my Biology class. I have already talked to my parents about it and
they have consented for me to drop. Here is the slip." She hands me
the form. "You always tell me to think about my decisions before I act.
So, this IS what I've done. I even have my parents signature. See?"
I think about the number of times Betsy and I have met together.
She has certainly come a long way. Braces off, a new haircut and a new
sense of self create a prettiness that wasn't there last year. And, she
IS right. I have told her to think very carefully about decisions, which
It appears she has done. Last year, Betsy and I would pull and tug over
the inappropriateness of dropping her courses, without letting anyone
else know. This has produced chaos in any number of places, especially
with the administration. Today, she is telling me that she is maturing.
I feel pleased. But, unfortunately, it is not that simple. The deadline
for dropping and adding courses had passed. How do I impress upon her
that rules are rules without destroying her positive efforts? "Yes, I
see, Betsy," I answer. "You have been quite thorough. There is no doubt."
She smiles pleasantly and says, "I hoped that you would say that I"
Thinking that it would be best to begin on the positive side, I
decide to get some history on Betsy in her Biology class. "Tell me when
you began to dislike your Biology class," I inquire.
"I hated it from the second week of school," she says, a little
emotional now. "He frightens me more than any teacher I have ever had.
He yells all the time. One day I was late to class and he yelled at me
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in front of the whole class. Also, he thinks you are in college already
because his assignments are almost impossible to do. You can ask any of
the other students. They’ll tell you. Besides, I don't have to take
Biology because I am not going to college. I am going to be an airline
stewardess .
"
I could feel from her emotional tone that her Biology class has
caused her quite a bit of anguish. I wonder how much of this the teacher
is aware of. Perhaps it stems from when he yelled at her in front of the
class. I ask, "Have you talked to Mr. Rey about dropping the class?"
"No", she retorts angrily. "I can't talk to him. Nobody can!"
I feel now that what seemed to be a simple problem has now es-
calated into something much bigger. To ask Betsy to talk to a teacher
who she is afraid of would be to no avail. At least, today it would be.
On the other hand, to sign my name to the drop/add form would get me into
trouble with one of my colleagues, Mr. Rey, who happens to be a ’legalist’
in this sense. Also, the administration frowns upon the stretching of
rules, in the name of counseling . What else is there? To explore a new
possibility, I ask, "Would you be willing to talk to Mr. Rey in a confer-
ence with me, or with your parents?"
She looks at me with tearing eyes now and says, "I told you that
I already talked it over with my parents. You want to call my Mom?
She’s home right now. Ask her! She’ll tell you that what I have said
is true. Anyway, you are my counselor and you're supposed to help me!"
"Betsy, I didn’t mean to imply that you weren’t telling me the
truth," I say. "I believe you. Even more, I understand that the class
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really makes you uncomfortable and I want to help do something about
that.”
Wiping her eyes with a bunched up piece of kleenex taken from
her purse, she asks, "What’s the big problem then?"
I pause for a moment before attempting to answer. To bring up
rules and regulations in meetings like this doesn’t often enhance the
situation. Yet, I do know that the rules are a reality. The dilemma
intensifies. I lean forward in my chair, moving closer to Betsy.
Listen, first I want to commend you for taking the responsibility for
this problem and then going to your parents. That’s excellent. However,
as you know, there are school rules that are in effect right now in re-
gards to dropping and adding courses. Now, I am not saying that it
absolutely cannot be done, but at this point, Mr. Key has to give his
approval. ’’
Well, what do we have to do now," she says in a sharp but less
angry tone.
"Let me talk with Mr. Rey myself today," I say. "If he gives
his consent then, the problem is solved. However, if he suggests that
we talk more about it, then, that will be the next step. Right now, I
can’t say. Try not to worry. I am sure that it will work out."
"I hope so," Betsy says, feeling a bit more calm I think.
I show Betsy out of the office, thanking her for coming in.
Fortunately, we have worked through more difficult problems in the past
and we have, I think, a good relationship. The next problem, though, is
talking with Mr. Rey, who happens to be the most rule-oriented faculty
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member on the staff. My hope is that he can somehow lure Betsy back to
clas“s. I think the problem is probably centered around the embarrassment
he caused her that day in front of the class. Often times, we adults are
totally unaware of the impact that we have on the students. I often for-
get myself. I think that because high school students are as large or
larger than we are physically, we have a tendency to treat them more as
adults. This includes coming down on them hard when they do something to
xrritate you. Well, this can mean total disaster; lots of hurt feelings.
One incident like Betsy has experienced can provoke a student into drop-
ping a course, or lashing back in another way. I am speculating now. I
am not sure that this is the case. I will see Mr. Key later to hear what
he has to say.
I get up to fetch my second cup of coffee. I notice that there
are about five more minutes before the end of first period. Good. I
can finish preparing for my groups this afternoon. I haven’t even
thought about my seniors yet. At least, I know them pretty well by now.
And, I find that they really are much easier to handle. They are older
and feel it. Next year will be a whole new ballgame for them. For most,
it s pretty scary, at the same time, exciting. In fact, most of my se-
nior groups have gone quite well. I look forward to them. The sopho-
mores are a different story. Maybe I can ask my seniors to give me some
suggestions on how to get through to the tenth grade students. Recently,
I have discovered that the students are excellent resources in keeping me
aware of student point of view. That's a good idea. I think the seniors
will enjoy my asking them for help.
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While writing down some of my new thoughts about my afternoon
groups, Mrs. Robeson enters my office. "I have the applications for
Fred, she remarks. "Do you want them now?"
Yes, please," I respond.
Mrs. George wants to know if you have just a few minutes to
talk?"
I remember that she was going to tell me how her class want yes-
terday. I say, "Yes, by all means. Have her come in."
Leaving my desk to greet Mrs. George, I remember our earlier con-
versation. Things were not going well in one of her English classes.
The class seemed lifeless and she was beginning to feel self-conscious in
front of the class. After talking a while, we decided that we might re-
lax the structure of the class a bit and try for more student participa-
tion in the design of the class activities. This was just a start. I
wonder now how it went.
"Good morning," I say warmly. "Would you like a cup of coffee?"
"Good morning," she answers. "No, I'd rather not. Thank you
anyway.
"
"So, how's it going?" I ask with anticipation.
"Well, I think that I am better," she says in a rather pensive
manner. "Yet, I think it's a little early to say." She pauses, still
trying to answer my question as accurately as she can. "I mean I am not
going to give up on the teaching profession all together. Believe me, I
had had it the other day."
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I am glad to hear that,” I say,
"I don't know. All of a sudden,
fidence in my teaching. More than that,
your students look so bored In your class
with a smile.
I seemed to lose all of my con
it is so disheartening to see
, especially those sitting in
the front row. If they only knew how they can make
times I wonder if they think we are robots or what?
eyes and asks, "Do you ever find that to be true in
teachers feel. Some-
She looks me in the
your job?"
Oh yes, I respond, "sometimes I do."
know that she is not the only one.
She seems relieved to
don’t think they mean to be rude or malicious, but sometimes
I don’t have that in perspective. Anyway, I wanted you to know that
things are slightly better. Thank you for your suggestions. Yesterday,
pened up the class a bit for discussions concerning projects for next
term. I told them that they could choose what they wanted within certain
guidelines. That seemed to generate some enthusiasm. So, we’ll see what
happens today. At least," she says in a more subdued tone, "I don’t
dread going to that class like I did before. Last week, it was really
bad. I could feel myself tense up each morning before class. I guess
that’s when I decided to talk to you about it. If I could only relax
some, I know that would help. I think that is what happened yesterday.
It made such a difference, really." Her emotional tone is now lighter.
It, no doubt, will take some time," I added. "I too have some
problems in my work that I would like to solve or, have them vanish.
But, there’s no magic answer."
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"I wish there
things a lot easier.
were,” says Mrs. George, "because it would make
Of course, one must be realistic, mustn't one?"
"That's what they say," I say jokingly.
"My god, is that the bell?" she asks. "I am afraid that I gotta
run. I will keep you posted as to any changes, okay? Thanks again."
Mrs. George leaves the office in a seemingly better mood than I
have seen for a while. That makes me feel good. I am reminded of the
number of teachers that I work with who really need someone to take the
time to listen. In our school, not at all unlike schools in general,
everyone is so busy that we don't have the time to listen to our own
colleagues. Earlier, I mentioned the same phenomenon in relation to Mr.
Jones and myself. We are all just staying a little ahead of it, just
barely. I think the classroom can be a very lonely place for teachers,
especially when things are not going well. Even more, it is difficult
to admit to the fact that things are not going well, without feeling
that somehow your professional competence is in jeopardy. I suppose that
many teachers feel less threatened by me because I am not a teacher. Or,
It could be because I show an interest in them because they are people I
work with, and live with for the greater portion of the day. Whatever
the reason, I know by now that teachers need a great deal of support. I
feel that very strongly. So much so that whenever I can, I offer support.
I wish we could work out something that would more systematically provide
support for the entire staff. Teacher support groups? I don't know, may-
be it isn't feasible.
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Period II
The clock on the wall tells me that we are two minutes into second
period. I'd better get started completing Fred's applications. The after-
noon will be here already much too soon. Who's my next appointment? Oh
yes, Mona.
. . Mona Fielding. My goodness, it's only the second period
in the day and I am already feeling the need for a break. Curious, I had
such a good night's rest. Back to the applications.'
"Mr. Ceemore," Mrs. Robeson calls out, "Mona is here for her ap-
pointment .
"
Okay, I 11 be right there, I answer. I really don't know where
I am going to find the time to do these things. Maybe there will be some
time next period. I carefully place the applications in a place where I
can easily find them again. I now try to clear my mind to prepare for
Mona. It has been almost three weeks since I saw her last. I go out to
greet her in the outer office.
"Good morning Mona," I say, with new energy. "How are you?"
Hi, she says in her precarious way. "Can we talk in your
office?"
"Yes, of course," I respond with care in my voice. I can see by
her puffy eyes that things aren't going that well. School is such an
off~again, on-again affair for Mona. We have spent hours together work-
ing through all types of things, ranging from which class to take third
period to dropping out of school and finding a job. However, the last
time we talked, she was doing well. Her class attendance was good and
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she seemed to be Interested In her courses. I've heard good things from
some of her teachers as well. "How goes It, Mon4?"
"I've made up my mind that school Is not for me," Mona says with
a sigh.
We've talked about this before, haven't we?" I say. "I thought
that we decided that to do what you wanted, school was very necessary."
Yeah, but I can't take this crap anymore," she says throwing up
her hands. "I mean I just can't anymore." Mona slumps down in her chair
with tearing eyes. "Please, don't tell me to keep trying," she pleads,
turning towards me. "I can't anymore."
"Well, I can see that," I say quietly. "It looks like it has
all gotten to be too much."
"Yeah, and it is all just unreal. Even sitting here talking to
is unreal. I don t know why I even came." Mona has a very gloomy
look now.
"I appreciate your coming Mona." We sit silently now. I am
trying to think about where to go. Nothing is coming.
"It's this school," she complains. "I am not learning anything.
The teachers aren't interested in you as a person. They don't try to
motivate you at all. I just can't get into it." Mona stops as if she
was going to continue her train of thought or even a new thought. She
then sighs, "Oh, I don't care anymore. It's no use."
I am still searching for a place to begin. I have got to get my
bearings before I go on. I do know that this is one of those critical
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times. She could give the whole thing up today. It is situations like
this that make me feel so inadequate, so unsure. Besides, I know the
feeling, or I think I know how she feels. It’s like everything has just
gotten to be too much. What do I need when I get like that? It is hard
to say. It depends on the circumstances. Maybe I should ask her. "Is
there anything I can do to help?"
”I don't know," she answers. "Maybe you can help me talk to my
mother about dropping out of school. She will absolutely freak when I
brxng this up again." Mona gets up and walks toward the window and looks
out. "I think if my mother had to go through this ridiculous routine
everyday, then she would understand that dropping out is the only sane
thing to do."
"You have a point. I often wish that I could see student life
more first hand myself. It would surely make my job a lot easier,
it really would." I am almost thinking out loud now. "I can recall my
own experiences in high school, but so much has changed now. I mean, I
have really lost touch with what it is like to go from one class to an-
other every single day.'"
"It's something I wouldn't wish on my worst enemy, Mr. Ceemore,"
says Mona rather humorously
. Mona then goes back to her chair and says
,
I don t know what I am going to do with my life." She picks up one of
her books and points it at me. "These sure aren't going to help me any
either.
"
"Do you want to explore some of the options you have after leav-
ing school?" I offer this comment as a possible focus for discussion.
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"Look, I already know what is available for drop-outs," she says
bitterly. "They treat you with even less respect than they do now. I
told you there's no use." Mona gathers her things as if she is ready to
leave
.
"You're going?"
"I might as well go so you can help somebody else get through
this maze."
"We still have time to talk," I say, "and I would like that."
"Oh, c'mon. You must get tired of sitting around listening to
people's problems all day long. Don't you?"
I ponder this question for a moment. Students don't often ask
that kind of question. Yet, Mona is in many ways one of the more provoc-
ative ones. And, she wants an answer that comes from me, the person. I
now turn to look at my bulletin board, then the ceiling desperately try-
ing to come up with something real. Why is this so hard? "Yes, sometimes
I do," I finally answer. "I guess there are even those days when I get
fed up with the whole thing, just like you I suppose. But then, I go to
lunch. Or, I see someone whom I really like. It could be anything,
really. All of a sudden, I feel better. I don't know how or why, but I
feel better." I am now staring into space, collecting more thoughts.
"Unfortunately, I haven't figured out how to rid myself of those awful
times. Yet, I do know now that they will pass. I trust that. Moreover,
I really enjoy my work most of the time. There are many things that I
like about it. For example, I like people, be they students, faculty,
parents, or whatever. So getting back to the question, yes, I do get
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tired of hearing problems from time to time. But, as I see it, my work
involves much more than just listening to problems. It's involvement
with people and their lives."
"You know, I would sometimes get the feeling that you dealt with
me like just another body in the office with a problem," Mona comments.
Not that you haven't been nice, but there are just too many students
that have problems to work out. I just figured that after a while you
wouldn't really listen, or care. I know I wouldn't."
"I appreciate your concern, Mona. I really do. But, I do care
about each one of the students I work with. I even care about those that
I don't get to." I smile thinking about what I just said. "I don't
always convey that I care, nor do I always help them in the best way.
All I can do really is try to do my best. That's all any of us can do,
don't you think?"
"Yeah.
.
.
yeah, of course." Mona looks preoccupied.
"You mentioned that you wanted me to talk to your mother," I
say. "Do you want me to do that. I will be very willing to talk with
her."
"No, not right now," she answers abruptly coming out of her
previous state. "I think my mother has enough to worry about right now.
Maybe, later."
"Let me know when," I offer. "Maybe she could come to school to
talk?"
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Oh, she’d love that. She's always offering to come to talk to
my teachers;.’" Mona says this In a mocking tone. I again read preoccu-
pation on her face. ’’Mr. Ceemore, I need a little more time to think.
There’s a lot happening. But, I can’t talk about It right now. Can I
come back? Do you have time tomorrow?”
"Certainly,” I answer looking at my calender. "You can come in
at the same time tomorrow if you'd like.” I am a little worried about
Mona. "Are you sure that you're all right?”
"Oh yeah, don't worry.”
"Okay. We'll see you tomorrow.” I show Mona out of the office,
attempting to be as supportive as possible. She seems to be okay, but
her last few minutes I found quite puzzling. There could be a lot going
on. On the other hand, perhaps today is one of those low days. I should
check to see if she is attending her classes. Yes, I'll ask Mrs. Robeson
to get her attendance record over the last few days. Tomorrow, I can
find out more from Mona. I hope she returns.
Mona represents a category of students in school who find the
entire routine of the high school to be too much to handle. Yet, Mona
is different in that she lets us know that she is out there, trying to
make some sense out of it all. There are so many others who we totally
miss. These students almost fade away right under our nose. No one
really enjoys talking about this group. Our successes are so much easier
to deal with. However, they do at last make themselves known every year
in the form of a drop-out statistic. This figure startles us each time
as it climbs, so steadily. The parents say that the school is at fault.
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The school says that this wouldn't happen if the parents really cared
about their kids. Others say it's a sign of the times. Personally, I
am not sure what will make the difference. Blaming, at this point in
time, seems to me to be terribly superficial. It is very possible, as
Mona expressed earlier, that the drop-outs are among the more sane. Who
can say? In some cases, it is very simple. All a student needs to know
IS that someone cares. Other times, there is very little that can be
done. Many students turn off to school very early in their school lives.
So, to try to convince a student like this that you care and that you
want them to make it is very difficult. They listen with justifiably
suspicious ears. The school, or anyone therein, is the enemy , even the
most well-intentioned individuals. I don't think that Mona is unreach-
able. Even so, I am not sure what will help her feel better about her-
self at this time. Obviously, there are things happening at home, par-
ticularly with mother, that need some attention. Also, I sense that she
is feeling lonely. I wonder what is happening in her peer relationships.
Unhappy relationships with peers can sometimes cause intense frustration
and depression. Normally, it doesn't last long, but when it occurs, it
is real. Hopefully, we can talk about some of this tomorrow. Right now,
all I have are questions.
I now have some time to work on Fred's applications since Mona
departed earlier than expected. I notice here that Rogers College wants
a recommendation from the counselor. I tense up a bit when I read things
like this, especially when I don't know the student that well. Of course,
it can be worse when I do know the student. Using a student's records and
various teacher
. comments over the years, one can piece together a letter
185
that has some merit. Yet, I don't enjoy this kind of thing because for
me, it is very difficult to adequately and fairly represent a student on
paper. Furthermore, I am never sure how much weight the colleges place
upon written recommendations or evaluations and I certainly don't want to
hurt a student's chances for admission. Therefore, I shape the comments
I make as positively as possible. The only problem with this, however,
is that I am no longer writing about anyone in particular. It's so in-
credibly dishonest. Yet, it goes on as I will today. Fred's mother,
like most mothers and fathers, expects the counselor to write proper
(which means positive) recommendations for colleges. To do the contrary
could mean serious reprimand. No doubt, it is a complex problem, but I
can't do much about it today.
An imposing click of the wallclock causes me to glance up at the
time. It looks like I have had a solid fifteen minutes of working time
uninterrupted. That's amazing, really.' One thing that I don't seem to
find a lot of during the day is a bit of quiet time. I always begin the
day saying to myself that I will schedule a ten to fifteen minute break
just to relax for a moment. It makes an unbelievable difference in your
ability to keep at it. Today, I didn't exactly sit quietly, but at least
I got the application just about finished. I'll give Mrs. Robeson the
recommendations so that she can type it up. I need maybe five more min-
utes to look over the 'Personality Check List,' which are even more rou-
tine and more oppressive to the individual than bland letters of recommen-
dation. But, I made a promise; it will be done. That feels good.
Remember to see Fred.'.'
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The bell to end second period Is to ring in five minutes. I
gather up the things for Mrs. Robeson and take them to her. Handing the
papers to her, I ask, "Can you type these for me before lunch? I want to
have a look at the whole thing before Mrs. Crane comes this afternoon."
Sure, ' Mrs. Robeson replies in her customary, efficient tone.
"Oh yes, Miguel, your next appointment, just came in to say that he got
his class periods mixed up. So, he went off to tell his third period
teacher that he has a meeting with his counselor." Mrs. Robeson speaks
in a very official manner, in imitation of Miguel's very official pres-
ence
,
Well, hopefully, his teacher will appreciate the extreme im-
portance of this meeting,” I say with a smile. "Officially, the word is
that Mr. Ceemore will return in five minutes, after visiting the men's
room. I open the door to the main hallway, appreciating the humor of
the last few moments and more, Mrs. Robeson.
I am now in the hall. It feels like it has been quite a while
since I have been here. A couple of hours can seem like an eternity,
hidden away in my office. The hallway between periods is where the
action is. The wave of students passing, to and fro, is quite a sight.
I stop for a moment to look and to listen. I sense that today is a
rather good day from the sounds of laughter and intermittent yells and
screams, which say right away that we are in a high school. I can smell
sphaghetti coming from the cafeteria, which is very near. Of course, it
might not be sphaghetti at all, but our cafeteria has a tendency to al-
ways smell like institutional sphaghetti is being prepared. I always
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laugh quietly when I hear the students' complaints
their complaining is very slight compared to what
faculty lounge.
because I know that
one can hear in the
Walking towards the faculty lounge, my stride Is broken by varl
ous greetings from students, all of whom I am glad to see. One student,
Kathy
,
stops me to show me a paper.
"Look, Mr. Ceemore," she says. "I got a B+ on my English term
paper!
"
"Great," I answer with enthusiasm. "That's quite an improvement.
You must feel good about that."
I do, Kathy says. "I can't wait to show my parents. They
know how hard I worked."
Keep it up! I say as we both head in opposite directions. As
I enter the lounge, Kathy's good feelings stay with me, augmenting my
mood.
On my way back from the men's lounge a few minutes later, I hear
someone call my name. I am surprised to hear my first name. Aha, it's
Miss Harris.
"Charles," she calls, moving rather quickly to catch up.
Yes, Judy," I answer. Judy Harris in one of our new teachers
in the History Department here at the school. Her teaching experience
began with us last year. It really wasn't a bad year, considering what
any new, first year teacher goes through. I like her very much. "How
are you?"
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'Things are going okay," says Judy. "But, 1 did want to touch
base with you about that student you placed In my fourth period class.
remember Maria. Well, she just Isn't doing any work." Judy is now
shaking her head as If to say that she doesn't know what to do. "So, I
decided to make a few demands on her. I told her that I understood that
the class wasn't exactly what she had In mind, but she could at least try.
"How did she respond to that?"
I gave her an assignment to turn in tomorrow. It isn't very
large, but I wanted her to make an attempt at something." Judy is now
looking at me, wondering how I feel about that.
Good, I say, "Let's try this out for a while to see if it
works. I think that giving her a small assignment in the beginning is an
excellent idea. She probably needs her confidence built up. With a
small assignment, something that she can possibly do, she can perhaps
begin feeling some success,"
"That's what I had in mind, exactly," responds Judy. "I actually
felt that I could do more to bring her out, if I had some of her work. I
mean you can only go so far trying to make her feel more comfortable in
class, particularly when you have so many others to contend with. I
think too, she says, staring into the distance like she is thinking out
loud, ' that Maria would feel more like the rest of the students in class
if she too were expected to do some work."
I very much agree with you," I say. "I commend you for your
patience. As I remember that particular class has almost thirty students.
Keep me informed. I'd very much like to hear how Maria is doing,"
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"Oh, don't worry," she says, "we are In this together." As Judy
says this, the echoes of the late bell for third period fill the hallway.
Judy turns and asks, "Would you like to cor,e to the class sometime just
to look around?”
I'd love to," I respond, knowing that having observers in class,
no matter how many years of teaching. Is difficult. "Let me know when
there will be a good time to come."
I will,' says Judy, as she rushes off to her next class.
Period III
I like to leave the office every now and then to clear my head.
I feel refreshed now. Changing my surroundings from time to time helps
to give me the energy to deal with each situation, each person more open-
ly. It s almost like having an aesthetic attitude towards your work and
the people you work with. Like viewing a sunset or a painting for the
there is so much to see, so much to experience and learn.
Every new person or situation brings about a new possibility, especially
when you are open to it. Yet, no doubt, it is much easier in this job
not to do this. In other words, students can begin to look the same.
Teachers, as well, begin to melt together in your mind. The effort and
energy required to keep your responses and your overall perspective fresh
can be overwhelming. On some days, it is literally impossible to do.
However, I have discovered over the years that this way of seeing each
event is the source of reward in my work.
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Back in the office, I notice that Miguel has yet to arrive. I
enter my office, reminding myself that I still have to organize my group
meetings for the afternoon more completely. Let’s see, I have decided to
ask my seniors for suggestions of ways to be of more help to the tenth
graders. However, before I do that, I have to impress upon my seniors
the importance of certain deadlines. That should generate some interest-
ing discussion. For the tenth graders, I should go over instructions for
registration for courses in the spring. Maybe I can briefly go over the
contents of new courses being offered as well. It occurs to me that there
is never a time when courses, old and new, are described fully. Perhaps
if this were done, students would make much better course selections. I
should ask the other counselors what ideas they may have on this.
In the next room, I hear Mrs. Robeson speaking to Miguel. I
begin to put away my notes. Mrs. Robeson comes to my door and says,
Miguel is here for his appointment. Shall I have him come in now, she
asks
.
"Yes, please do," I say. I now put my desk in order quickly.
Miguel is now at the door. "Come in, come in," I greet Miguel with warm
excitement. "How are you doing?"
"I am fine, sir," says Miguel with unexpected fluency.
"How are your classes?" I ask, trying to speak as clearly as
possible. I can remember this time last year when Miguel first came to
us from Mexico, he could speak almost no English. Now, things have ob-
viously changed. I am very proud of him. For the most part, he has
done it on his own. Our school had a very small program for non-English
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speakers last year. This year, our part-time teacher became full-time,
which IS a big step. With the help of the students, some faculty and
interested parents, we have convinced the school board that this program
IS very necessary due to the increasing numbers of non-English speaking
students entering our school.
They are going good, sir,” he answers.
"Is there something I can do for you,” I ask. I have to get used
to hearing
' sir.
'
'I like to talk about my class next year,” says Miguel, struggling
a bit now. Miguel then pulls out a piece of paper from his back pocket.
He looks at the paper first, then he hands it to me. ”I want to have
these class for next year.”
I take the piece of paper and study it. Hmmm, I wonder who made
these recommendations for him. The list reads: English Composition,
European History, Geometry, Advanced Biology, and Italian. I am now quite
puzzled with the origin of this list. Maybe, Italian could be worked out
somehow. Yet, his Spanish teacher tells me that though he is a native
speaker, his grammar and spelling needs quite a bit of work. Let me find
out more. "Is this a list that you made for yourself,” I inquire.
"Yes,” Miguel responds, "with my friends. They tell me to take
this class for college. I want very much to go to college sir, just
like my friends.”
"Of course. . . of course, you do.” I think I might have a clue
about what is happening here. I will question further. "Have you talked
with your friends about the classes you take now?”
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"Yes, sir,” he offers. "They tell me that
college with my class I have now. They tell me to
Miguel appears to be getting emotional now.
I cannot go to the
come to the counselor."
I now realize that Miguel’s program is causing him some anxiety.
His present program entails spending at least half a day in an English
class. The other part of the day, he takes courses in remedial math,
advanced Spanish and Physical Education. I think what is happening here
is that he is becoming increasingly more uncomfortable with the differ-
ence between his school day and that of the other students. There might
be quite a bit of built-in social isolation as a result. In addition,
some of the kids might agitate this situation by making comments to
i
Miguel about staying in only one class for the greater portion of the i
I
day. This does happen. And last, Miguel is probably becoming more aware i
of the normal courses that most of the students take, especially those
going on to college. His program obviously looks very different. If any
of these things are actually happening, I think that it will take some
time to work this problem out. Also, I think that I will need help,
i
from his English teacher who knows him much better than I. '
I
I
One think that I want to do now is to convey the idea that college is
j
I
very much a realistic alternative. Furthermore, everyone has his own
way, his own path to get to college.
I am glad they told you to come to see me, Miguel," I say with
some caution. "First, let me say that you've certainly picked some very
difficult courses for yourself. Do you think that you can study all of
these at one time?" I am the one struggling now to use the words I think
he will understand.
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Yes, sir," Miguel answers brightly.
"There is a lot of reading and writing of English in some of
these courses," I say.
"My English is better. Ask my teacher; she tells me tool"
Yes, it is much better Miguel," I agree readily. "But, I
would like to talk to your teacher about next year's courses. If she
thinks that these are okay, then we will work something out. In fact,
before we go any further, I would very much like to talk with Mrs.
James, your English teacher. Perhaps, together we can come up with the
right courses for you. I am not sure that I am communicating with him
at this moment.
"I want these, I know, sir," says Miguel, pointing to the list.
I think he might be picking up that he cannot take the courses
he wants. The perplexed look on his face says that he isn't very happy
about it.
"Miguel, some of the courses are very difficult," I try to ex-
plain. "A student has to take other courses to prepare. . . or to under-
stand them better." Though Miguel is nodding affirmatively as if he
understands me, I am not sure that he does. "For example, in order to
take geometry, a student must take algebra. Similarly, in order to take
advanced Biology, a student must take elementary biology first." I now
pause to think of ther examples. Then, I ask, "Do you understand what
I am trying to say?"
"Yes," he responds rather sadly, "you think I cannot take courses
for the college."
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"Well, I think perhaps not next year, but possibly the next year
after." I try to speak in a tone that conveys that I understand what he
IS goxng through. "But, let's talk with Mrs. James about it also. Maybe
we can come up with some ideas that you will like for next year.'"
"Okay sir," Miguel says still seeming confused.
I am now feeling very uncomfortable, wishing that either his
English teacher or his Spanish teacher were here. In other words, I
need help. In the hopes of clarifying how I feel and to reinforce the
idea of college, I say, "Miguel, I think that your plans of going to
college are excellent. I think that you will do well in college. But,
to go to college in America, there will be certain things that you will
have to learn that others don't. After all, you are learning a completely
new language and you are doing remarkably well. How many students can
speak two languages?" I pause, hoping that he will understand that soon
he will have something that many people do not have. "Not many, believe
me," I continue, trying to guage how Miguel is taking all of this. "Re-
member, there is absolutely no reason why you cannot go to college, none
whatsoever.' And, I want very much to help you go."
"Thank you very much sir," says Miguel. He now gets up out of
his chair and moves towards the door, then opens it.
I too rise to walk him to the door of the main guidance office
that leads to the hallway. I put my arm around him and say, "Thank you
for coming in. I will talk with Mrs. James, hopefully today, and we'll
set up a time to get together. We will work it out, don't worry." As I
close the door, I think to myself that I wish I knew what he was thinking.
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Partly dua to his Inability to express himself and my Inability to make
myself understood, I am not sure what went on. Oh well, at least, I
tried to be supportive. And, as much as possible, I tried to be honest
Back in my office, a thousand thoughts are rushing through my
head. 1 am feeling very frustrated now. vmat can be done to improve
our programs for non-English speakers? How can we better prepare the
students and the staff for the student who is linguistically and cultur-
ally different? Why can't the faculty get together to design a curricula
that will meet some of their needs and not just the English department?
I suppose that I am lashing out due to my own frustration about Miguel.
Yet, we have to be able to do better!
For me, there is an even bigger problem. How do I get through
the cultural barrier? Sometimes though, I am not sure if I am dealing
with a language barrier or a cultural one. A couple of years ago, I
recall working with a student from the Middle East. I thought that most
of the time we were getting along fairly well. The fact that she didn’t
talk, I assumed, was due to her lack of language skills. As it turns
out, the real reason had to do with the kinds of questions I was asking,
particularly regarding her family. Apparently, I was being culturally
offensive all that time. I felt horrible after finding that out. As a
result, I move very cautiously, trying to be as sensitive as I can. How-
ever, being too cautious can often appear to be very unnatural and even
phoney, which is often worse. So, I am not sure where to go with this
one. I know that the staff and the students could use some help in un-
derstanding some of the problems of students coming from different coun-
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tries. Yet, I feel that I have some things to work out within myself
first. Maybe I should bring up some of my feelings when I talk with
Mrs. James about Miguel. She just may have some excellent ideas. I
sure hope so.
I hear a knock at the door. Again, it is Mrs. Robeson, now
looking like she could probably use a break. It has been quite a day.
The answering of phones, dealing with the requests of three very differ-
ent counselors, and helping hundreds of students can take its toll.
Yet, she does it with such artistry. I feel so appreciative of Mrs.
Robeson and her talents. We’d be lost without her.
Mr. Ceemore, she says, "your next appointment has been can-
celed. "
"Oh?" I say, with curiosity. "What happened to Bill today. I
hope he s not avoiding me again." In a way, I feel relieved for at
least, I can get some work done. Maybe, I can even relax some.
No. He’s out sick. Just got a call from his Mom."
Hmm, that’s too bad," I say. "We will reschedule after he
comes back to school I guess."
"Right, I have him in a tentative spot for next week." Mrs.
Robeson then holds out a folder for my taking. "I have someone else
here who needs to see a counselor," she announces. "He’s a new student."
"Oh, a new student." I expected someone I knew. I briefly look
"Give me a minute to look these over more carefully."over the folder.
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I glance up at Mrs. Robeson as she begins to close the door. We both know
that the lunch break will be appreciated. We have been here before.
Fine, take your time." I overhear her tell the new student that
I will be with him in a moment.
I really need time to pull myself together. I should lighten
some. I still have a heavy day ahead. Less than an hour before lunch.
That helps. In fact, I don’t think I will read this file. Walter and
I will just talk. The history can come later. It feels good to close
my eyes. Try to relax. ... Yes, that's it.
Period IV
I feel at least two minutes have passed. I feel b'etter. Yes,
fourth period has begun. I leave my office to greet the new student.
I look towards Mrs. Robeson for a cue as to where the new student is
sitting. She calls out his name. I notice a young man about to stand.
Yes, that must be Walter. "Hello Walter," I say in a welcoming tone,
"I am Mr. Ceemore."
"Hello," Walter says in a very deep voice. I notice that Walter
carries himself with the assurance of a much older person. The maturity
in his voice reinforces this feeling. And, his hands, they are those of
an experienced workman of some type. I am now very curious.
"Where are you from," I inquire.
"Indiana.
"
"Where in Indiana?"
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"A place called Emerson, Indiana." He smiles and says, "Yon
probably never heard of Che place. Most people haven't. It’s klnda
near Indianapolis.”
"Did your family just move here?"
"Yeah."
"Have you met people here yet," I ask. "It’s kind of hard to
come to a new place and meet new people." I am really trying to get a
conversation started without immediately getting into the school business.
"Yeah, I have some friends here," Walter says, rather deliberate-
ly.
Either you are reayly friendly and meet people easily or you've
been in these parts before," I say jokingly. I know that most new stu-
dents find that it takes about four to six months to feel like they belong.
"Well, I've been here for about three or four months now. My
family moved here in the summer," Walter explained. "I just hadn’t made
up my mind if I was coming to school." Walter points to the folder on my
desk. Those records there will tell you that I haven't been in school
for almost three years."
"That certainly explains why you've already got friends," I say.
I now know why he looks a bit older. He is older by a couple of years.
'What made you decide to come back to school, Walter?" I figure that I
should ask this question rather than focusing on the fact that he dropped
out. I think it will all come out eventually.
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I have had a couple of jobs now. And, all of my bosses tell me
that I made a big mistake to drop-out. On one job, I got laid off be-
cause of it. So, when my parents decided to move here, I thought I might
give It a try.” Walter is now reaching in to his pocket for a cigarette.
I am sorry, Walter. Smoking is not allowed inside the building."
Okay, I am sorry, says Walter apologetically.
It seems you hadn t quite made up your mind in September when
school first began, right?" I change the tone quickly, getting away
from school rules.
"No, I hadn't," explains Walter, "but it really is lonely during
the day with all my friends being in school."
"I am sure," I respond. "Hopefully, that is not the only reason
that you decided to come back."
"No, it ain't really."
"Have you thought about what subjects you want to take?" I ask.
I will know by Walter's answer to what extent he has thought about re-
turning to school.
"I don't know what I need. I know I want to learn to read and
write better." It seems Walter has thought about it from the expression
on his face.
I quickly look over his transcript. It doesn't look good. I
can tell right away that he needs everything. In every sense of the
word, the school has branded him as a 'failure.' Let.'s see, he is nine-
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teen years of age, almost twenty, with at least three more years of high
school left. The prognosis is not very encouraging. We need to explore
some alternatives. Wait a minute, maybe I am moving too fast. We should
talk some more.
I am sure that we can select some courses to help you improve
your reading and writing," I say. I sit back in my chair a moment and
place my hands behind my head. "Have you thought about what else you
would like from your schooling, other than improving your reading and
writing skills?"
"Well, yeah," Walter answers with deliberate emphasis, "I want
my diploma."
"A diploma, I think, is a very reasonable goal," I comment. I
suppose that I knew this might be the case. For many students, a diploma
is what this thing called school is all about. This attitude is very
much reinforced in society. The question: Do you have your high school
diploma? is quite familiar. Rarely is one asked, 'what did you learn in
high school?' disregarding the diploma altogether.
"How many of those credits do I need to graduate?" asks Walter,
with some uncertainty in his facial expression. This is a nitty-gritty
question.
I now refer to his transcript, calculating as I go along. "It
looks like about two and one half years more work."
"Jeaus, I really blew it didn't I," Walter replies with a combin-
ation of shock and embarrassment in his face. "I figured another year
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at the most. Walter is shaking his head in apparent dismay. "I
don't know about that much school. I don’t think I can take it. I am
already getting that sickly feeling in my gut."
You and school have had some hard times, haven't you?"
That's puttin' it nice. I have never liked school, even when
I was small. But, my friends, they don't like it either. So, I figure
if they can do it, so can I.’"
"I admire you for trying it again, Walter," I say, sensing that
it must have been something for him to even come through the schoolhouse
door again. "There are some alternatives that we should perhaps discuss."
"What are they?"
Well, first there is the High School Equivalency Exam, which
many students opt for, even when they haven't been out of school as long
as you have." I ponder other options for a moment with Walter in mind.
There are also work-study programs that award credit for work experience.
You migh be interested in something like this."
"Yeah, I wouldn't mind getting some credit for working," Walter
says in a humorous tone, "that sounds like me. 'Cause I don't think I
could pass an exam. I never could."
"If you should decide to take the Equivalency Exam, we have
teachers who can help you prepare for it. Besides, many students find
that they perform much better than they ever expected." I know that
there is something else, some other program that might be attractive.
Suddenly, I remember the Correspondence Courses that are available.
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"Also, you can take Correspondence Courses which you can do while at home
Our school awards credit for just about all of them."
Boy, there are a lot of choices here," says Walter. "I don't
know what to decide."
"I think you should take some time to think about them, Walter."
I write the various alternatives down on a sheet of paper for easy refer-
ence. "Here, take this information home and study it. I am also giving
you a book of our course offerings which also describes the programs I
just mentioned in more detail."
Walter takes the information and quickly looks it over. "I have
homework already and I ain't even started back to school." He smiles.
I want to make sure that you know what it is you want to do,
then we can go from there," I say. I realize now that I like Walter. I
look forward to working out the appropriate program to suit his needs.
Talk it over with your folks and your friends, if you'd like. Even
think seriously about what you want, Walter. It is very important."
"I guess it really is up to me, right?"
"That's right." I want to show Walter around. I hope he likes
the idea because I enjoy doing it. "Hey, how would you like to see our
school?"
"Okay," he replies with marginal excitement. I am sure he could
think of more exciting things to do than see a school. I will try to
make it fun.
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On our way out of the office, we stop at Mrs. Robeson's desk to
set up another appointment for Walter. Mrs. Robeson informs me that the
principal would like to see me some time today. I am curious for the
moment about what he wants as well as when I can squeeze in the time.
Maybe I will see him at lunch. I just remember that I have lunch with
Mr. Jones. Well, I won't worry; it'll work out. We are now in the
social science wing.
"Here are where the history classes are held," I inform Walter.
"I hate history," says Walter.
"So did I when I was in high school," I respond. Walter seemed
surprised at my response.
We turn the corner and walk towards the shop classes. A group
of students block our passage. Walter recognizes a couple of the guys.
Hey Walter," says one of them, "what are you doing here?" The
whole group is watching now.
"What do you think I am doing here you turkey I" Walter chides.
We continue to walk towards the shop area. "A friend of yours,"
I ask.
"Sometimes .
"
"The Auto Shop is here," I point out. "The Wood and Metal Shops
are further down this corridor. I can't remember, have you taken shop
courses?"
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"A couple," answers Walter. "I work on my own car though. If I
get into trouble, my dad usually helps."
I wish I had that talent. It would save me a lot of money."
"It ain't that hard."
We are now entering the Business area. The sound of a thousand
typewriters and other kinds of business machines deafen our ears.
"Here is the Business Department." I show him the various rooms,
highlighting our new computer programming facility. Walter seems quite
fascinated by the computer. Maybe there is something here he would like
to try.
After the Business Department, we head towards the Home Economics
Department. Walter looks a little startled that I am taking him into one
of the Laboratories.
If you have a big apetite like I do sometimes," I say, "then
this is the place to hang out . " Walter smiles at me when I say this
.
"Look at all this equipment. This must've cost a fortune." He
inspects as he moves about.
"I suppose it did. But, our cooking courses are among the most
popular, for both males and females. So, last year, we added this new
classroom with lab facilities." I realize that Walter, having been out in
the world of work, knows more about the costs of things.
"I wouldn't mind taking a course in cooking myself," says Walter,
in a half-kidding, but I think, mostly serious way.
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"That can be arranged with no problem." I am discovering more
and more about Walter as we move around the school. Not only that,
but I am enjoying it.
On our way to the gym, we pass through the corridor where the
English classes are held. Walter is silent now. He seems to be rather
pensive. Perhaps, he has had too much school for one day. After all,
it has been quite a while. I will show him out through the doors by
the gym. He’s really done very well.
We are now at the door to the gym. A mixture of sounds created
by screeching tennis shoes on the gymnasium floor and sharp shrieks
becomes more apparent. I push open the double doors and we enter.
There are four half-court basketball games going on at one time. Two
of them are co—ed. What a treatl A couple of students notice me and
yell out. Hello, Mr. Ceemorel" I wave to them, motioning for them to
continue their game. I always enjoy coming to the gym to watch students
play their various games. They interact differently on the playing
field. I learn so many new things about them. For example, you learn
that certain students who seem withdrawn in the classroom, suddenly be-
come dynamos on the playing field. And, of course, you can get surprises
in the other direction as well. Yet, more than that, most students seem
to be more relaxed when engaged in physical activity. There is something
about the freedom of spirit that exudes on the playing field that makes
me wonder. Is it possible to create some of that inside the classroom?
Perhaps not. Yet, I do know that when I watch students playing their own
games, making their own rules and organizing themselves without imposing
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supervision, I feel that maybe we are doing something right after all.
Then again, maybe it's not us at all.
Walter is engrossed watching one of the games played by some of
the more skillful players. It's almost like he is out there with them.
I wonder if he plays. "Do you like basketball?" I ask, breaking the
silence
.
Yeah, I love it, Walter answers. "A couple of those guys are
pretty good. As Walter talks, he continues to watch the game.
"You're right, they are."
We watch the game a few more minutes. I notice the time. I
have to get back to the office. "Walter," I say, "I have to get back
to the office. You, of course, are welcome to stay as long as you'd
like."
No, I have some things to do myself," he answers.
Returning back to the hallway, I notice that it is beginning to
fill up. This always happens just before lunch. We all need a break
by this time. Walter and I make our way through the crowd to the outside
of the building. We are now facing one another. I say, "It's been a
pleasure, Walter." I reach out to shake his hand.
"For me too," responds Walter.
"Remember our appointment on Friday, okay."
"I'll be there, no sweat," he says very definitely. "And, thanks.'"
Walter takes off tightly clutching the materials I gave him.
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I am aware of the amazingly beautiful day. The sky is a deep,
rich blue. After a long morning, it feels good to breathe. The students
are revitalized by it as well as they excitedly rather in their various
groups around the school grounds. IVhat a sight.' Some are running, leap-
ing, chasing and teasing each other like corraled horses let loose to
roam the open field. Others are a bit more calm as they reunite with
their group or their 'going-steady' mate. Usually, the din of the area
increases by several decibels as a result of the intense chatter and
laughter added to the accumulated sound of several transistor radios,
each playing something slightly different. Ah yes, there is no doubt
that it is now lunch time I
Lunch
I see several groups forming in front of me now. I find them to
be such a fascinating phenomenon. Of course, certain groups are much
more obvious than others. Let's see which ones I can identify as I stand
here. First, closest to the front office, I see what are commonly called,
'the prepies.' The prepies are the students who are definitely going on
to college. In addition, they happen to be among the most popular stu-
dents in the school. The school officers, for example, usually come from
this group of students. Next, we have 'the jocks,' who are positioned
next to the prepies. The jocks are obviously the atheletes at our school.
They are the ones who bring glory and recognition to the school in city-
wide as well as regional competitions. 'The jocks' also can be very
popular and often mix with 'the prepies.' In fact, sometimes there is a
great deal of overlap between these two groups, depending on the year.
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Further away, in more ways than one, we have 'the greasers,' who
occupy the far end of the parking lot. These are the hot-rodders. The
greasers are into their cars, particularly the mechanical aspects. Build-
ing and rebuilding car engines consumes a great deal of their time. Beer
seems to be a favorite as well. There is usually very little overlapping
into other groups here. They stick pretty much to themselves and some-
times have a reputation for being the tough guys. This isn't always
true, but the label exists. I feel that many students have a tendency
to grow into the label that has been placed upon them. Unfortunately,
the shedding of such a label is often exceedingly difficult due to the
expectations of others. On the opposite end of the parking lot, one
usually finds the Third World students. This group is made up of mostly
black students, some spanish-speaking students, and fewer Asian students.
The Third World students, as a rule, are a very cohesive group, with
almost no overlap into the other groups. In this way, they are very
similar to the greasers, though they are at the same time, on opposite
ends of the continuum. In terms of inter-group relations, these two
groups are the most problematic. Yet, I find it interesting that in
terms of position, they are equally distant from the school. Even more
troubling, the Third World group seems to be the most imposing, partic-
ularly to the faculty. I believe that there are obvious, but misunder-
stood, cultural differences here that create unnecessary barriers. Much
to my dismay, this problem will get much worse before it gets better.
To my right, there are 'the freaks,' often called 'the hippies.' They
are characterized by their long hair, bare feet, use of psychedelics
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and an intense love for folk and acid rock. The freaks are quite inter-
esting in that they are made up of converts from all of the other groups
Thus far, I have been considering groups which can be called
social groups. In other words, most of the students that I am now ob-
serving can and do socialize with one another outside of school. In
addition, there are groups that are based more upon academic interests
or out-of-school hobby interests. For example, there are the art stu-
dents who often cluster together near the Art classrooms. In the same
way, the Music students have a clique of their own, which can also in-
clude a social life outside of school. Or, there may be groups formed
around various school clubs like the science club or Outward bound.
These students frequently go on outings together and these outings can
create the basis for lasting friendships. I have enjoyed going on a
few myself.
Not all students consider themselves, nor are they considered
by others to be a part of a specific group. Many students are much too
independent, choosing to define their own existence within the context
of the school. Some of these students have friends across groups,
which, at times, can cause them serious social problems. Then, there
are students who are less independent; they can suffer tremendously.
In other words, feelings of isolation and loneliness permeate their day.
Many times, these students will cling to a faculty member in order to
fulfill their needs for belonging to something or someone. I myself am
that faculty member for about three students now. I am not sure what
to do about cases like this.
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One might ask the question: What does this have to do with coun-
seling? For me, it is an incredible source of information. I gain valu-
able insights into student life and student interaction. It helps me see
as they see. For example, if a student tells me that he or she will not
walk in a certain area in the school, I can be more sensitive to possible
origins of a comment like this. Or, if there are conflicts occurring in
a particular classroom, often the source of the problem can be uncovered
by looking at the composition of the class in terms of specific student
groups. In addition, a student shifting from one group to another can
often indicate an internal shift as well. Such an observation has, at
times, been a signal of personal crises, either positive or negative.
Furthermore, I learn about faculty and their relationships with partic-
ular groups of students. For example, certain faculty members seem to
have more success with certain groups of students than others. Similar-
ly
»
the students are usually quite vocal about their favorite faculty
members. More often than not, the feelings are mutual.
Again, it is true that I consider these observations as purely
informational. To ignore them would be naive. However, I am probably
much more attuned to what we all have in common, as people, than I am
in what separates us. In my view, the fact that a person is a member of
a particular group in no way defines that person. Each student, each
faculty member, or parent sees it in a different way. I try to learn
from that person's way of seeing, no matter how different. Unfortunately,
I don't know how to handle many of the problems that I happen to identify.
I believe the problems created by diverse groups will be with us for a
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while. More than that, I think that the problem is much bigger than what
looks like a school problem. In other words, the faculty has its own
groups, the community has its groups, and the country, for that matter,
has Its groups as well. So, student groups are just one manifestation
of something that is much, much larger in magnitude. I continue to think
that we can do something constructive on this level, though it quickly
becomes a very emotional subject. I guess that makes sense. Nevertheless,
It frustrates me to no end when things inevitably break down to: I am
rxght and he is wrong. Or, we are good and they are bad. If only we
could get passed that point.
. . .
I now realize that I have probably been staring into space for
the last couple of minutes. I hear my name being called in the distance.
I see someone running towards me now. It looks like Ronnie Scott, one
of our new black students this year.
Mr. Ceemore, Mr. Ceemore,” calls Ronnie, making his way through
several clusters of students.
"Yes, Ron," I answer. I am glad to see him.
"I’ve been trying to catch up with you," he says, a bit winded
now from his jog from the parking lot.
Well, it looks like you've caught me." I say this in a humour-
ous tone. "How are you?"
"Oh, everything's cool except for one thing. . . my chem class,"
Ronnie responds, changing his expression slightly.
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"Hey," I say rather abruptly, "do you mind walking with me
towards my office? Someone's probably waiting for me." Ronnie nods
in the affirmative. We decide to walk outside of the building rather
than going Inside. "What about your chem class, Ron?"
"Well, I ain't doin too good."
ously
.
"Are you in need of extra help. some tutoring," I ask curi-
"Well," he answers, then pauses. "I tried to talk to the teacher
about it but he doesn’t seem to want to help me." Ronnie looks very serl
ous now. I know now that there is more to it.
"Is there some kind of personality conflict going on?" I inquire.
I recall that he has Mr. Stern for chemistry. I wonder what's going on?
"You might call it that."
We are now standing in front of the door to the main entrance to
the school. I don't really have time to talk, but I can't just leave
this right here either. "Well, Mr. Stern is one of our finest science
teachers. Generally, students find him very helpful." I say this in
full awareness that I have no idea what the class is like. I am just
searching for more information about the problem.
Yeah, well I am sure he is helpful to some students, and not
to others. Ronnie is now looking downward, playing with the silver
medalion around his neck. A few, long seconds have passed, he turns to
me and says, I think he's picking on me because I am the only black
student in his class. I have talked to some of the other students about
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this dude and they won't take him. They told me to transfer out and take
a Mr. Stevens or something like that. Anyway, he’s supposed to be an okay
dude.”
"Yes, yes, of course," I say. "Ron, what do you mean when you
say that he picks on you? I don't quite understand what your're saying."
"Okay, like this morning I was late to his class," he says with a
very emotional quality in his voice, "and I wasn't the only one either.
So, he cracks on ^ and none of the other students who came in with me."
Ronnie now stops to compose himself. He is trembling. "He then says
something to the whole class like maybe I'd get better grades or something
like that, if I could get to class on time.'" He pauses for the second
time. I notice tears welling up in his eyes. As I thought, this is very
serious. So, I walked out of the class. He come askin' me where I was
going and I told him I was going to see my counselor. That's why I came
to see you just now."
"I am glad you did." I too am very emotional now. Even more,
I feel for Ronnie.
I ain't use to being around all these white people, Mr. Ceemore,"
Ronnie explains. "I mean you been real nice and everything. And, I have
met some pretty straight people here. But, I still feel out of place.
A lot'. I know some of the other Third World students feel the same way
as I do. Even some of them who have been here for a long time. So,
this morning.
. . I decided that I am tired of that stuff. No, I'm not
takin' it no more, especially from a teacher?" Ronnie has a harder look
on his face now. "I ain't going back either. Even if I have to have my
parents come up to this school."
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I literally don't know where to begin. My feelings are deep at
this moment. I am angry, confused and fearful all at the same time.
Rubbing my eyes and brow, I say, "Don't worry about going back to the
class for the moment. I would like to spend some time talking with Mr.
Stern myself. If we need your parents to join us in a conference. I'll
be the first to invite them."
He s going to deny the whole thing, I know he is," says Ronnie
with bitterness.
Ttust me, Ron, I ask with sincerity, "I'll get back to you
first thing tomorrow morning." I place my hand on his shoulder. "Try
to relax if you can. I think I know how you feel."
"Okay, I'll try to be cool, Mr. Ceemore. I look to hear from
you in the morning," he says in a deliberate, determined tone. Ron
starts to leave, then he stops suddenly. He is now looking at me with a
perplexed look. With some effort, he smiles and says, "thanks."
Right now, I am feeling very disoriented. I enter the building
and discover that I am already ten minutes late for my luncheon date
with Mr. Jones. I hope he is okay and not impatiently waiting. I cer-
tainly don’t need that’. I find problems like this to be so difficult to
even approach. I mean, how do you really prove that someone is discrimin
ating against another? And yet, those feelings could very well be there.
On the other hand, it could be a misunderstanding. Who knows? No doubt,
the intense feelings necessitate immediate action. I hope Mr. Stern can
understand how Ron might feel. From what I can gather, it must be exceed
ingly difficult to come to a new place, to be viewed as 'different' by
others and at the same time try to maintain a sense of personal pride and
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dignity. Moreover, all of this has to be done pretty much alone with the
exception of a few supportive friends. Well, we’ll see. Perhaps tomor-
row will bring about a new perspective. And, I hope Ron will be willing
to give it another try.
I arrive back to the Counselor's office in due time. Apparently,
Mr. Jones is still talking with a parent. I walk over to Mrs. Robeson's
desk to see if there are any messages. From the look on her face, there
are plenty.
"Welcome back," says Mrs. Robeson, in a kidding tone. "Here are
some messages for you. Mrs. Crane called again to say that she won't
be able to come back this afternoon after all. Here is Mona's attendance
record for the last week. And, Mrs. James dropped in just a few minutes
ago to say she wanted to speak with you."
Hmm. Thank you." Well, I don't have to finish those applica-
tions until after school. That helps. I must make a note for myself to
see Fred. Great I It looks like Mona's been attending all of her classes.
That's very encouraging. I suppose Miguel told Mrs. James that we are
to get together.
I begin to put my desk in order. I am now looking at my schedule
to see how I can reorganize my time. Some things are just going to have
to wait. I have to see Mr. Stern right away. Then, Mr. Rey. I now hear
Mr. Jones in the outer office. Boy, am I ready to eat I I often have to
remind myself of a promise I made a while back to take care of self.
Strange, how easy it is to lose sight of that.
Mr. Jones and I are now bringing up the tail end of the lunch
line. The cafeteria itself is in full swing. I squint trying to see
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the verdict on today's lunch. One can usually take a quick public opinion
survey by looking around the room, from table to table. It looks like an
okay day. The plates are relatively cleared of food, though not complete-
ly. I was wrong about my prediction of spaghetti; it's ravioli: On
turkey days, when you look around the room at students' plates, all you
can see is the pale green of those lasting-a-llfetime plates. Turkey is
everybody’s favorite.
As we near the serving line, I notice Mrs. James leaving the
cashier's desk. I try to attract her attention.
Mrs. James, I call, waving energetically.
Hello, Mr. Ceemore,” she answers. "We have to talk." She is
now giving me a look to indicate that another place would be better.
"Oh, so you've seen Miguel." I mouth the words signaling that I
would rather talk later anyway.
She stands motionless for a moment, then decides to come over to
me. I should tell you that Miguel was very upset after leaving your
office this morning," she says in a low voice. "He is feeling very dis-
couraged now and was literally in tears when he returned to class."
Oh god, I have a feeling that something went wrong." I am now
trying to think back on our meeting. It seems strangely far away. "Do
you know what it was that upset him so?"
I think that we had better talk later really," she whispers.
Look, don t worry about it, I don't think permanent damage has been done.
There is a lot going on in his life right now." She thinks for a moment
as she mentally goes through her calender. "What about tomorrow during
fourth period?"
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"1 will have to let you know," I say, "tomorrow is filling up fast
"Okay, fine. I might drop in later myself."
Wow! what a morning I have had. Mr. Jones is now looking my way
as I ponder my conversation with Mrs. James about my talk with Miguel. I
uddenly fighting feelings of professional incompetence. It is all get'
ting to be more than I can handle. 1 think I am just low-energy right now
^fter I eat I will be better.
"Having one of those days too, huh," comments Mr. Jones. I think
he caught the gist of my conversation, if from nothing else but the look
on my face.
"Yes, for sure. One of those days." I am now facing him with a
half-hearted smile. "And, I am famished!"
We decide to eat in the faculty lunch room. For me, it really
doesn't matter much. I can enjoy both environments. It depends on my
I
mood, or better still, my morning. I remember when I first started eating
with the students, they were very inhibited. I suppose in ways I was too.
I
I think that they felt that a faculty member at the lunch table would
spoil the fun. I can recall feeling the exact same way when I was in
i
I
high school. You know, you always had to be nice, display proper table
,
manners and generally attempt to make some sense. This would be quite an
I
imposition at lunchtime, especially when you wanted to act silly, maybe
;
have a couple of food fights and mostly just frolic in total nonsense.
I
i Well, having an understanding of some of these feelings, I tried in the
,
beginning to be as unobtrusive as I possibly could. Eventually, they dis-
I
covered that they could be fairly normal without severe reprimand. Today,
it is not such an unusual occurrence. In fact, I often find eating lunch
I
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th© s tudsn t s to b© i us tnlfli'n Fim t *-•oe j plai fun. I notic© too that oth©r faculty
m©mb©rs ©njoy it as w©ll.
We enter the faculty lunch room. Mr. Jones motions for us to
grab a table over In the corner. I think he wants to talk. Otherwise,
we would join the others. They too notice that we want to be alone. Mr.
Newton, one of the English teachers, is telling a story about one of his
classes. The others seem to be enjoying it. 1 notice Mr. Rey among them.
I decide to catch him on his way out rather than now. Now, I am going to
eat my long anticipat©d lunch.
You think you are having on© of those days, well listen to this,"
says Mr. Jones while continuing to eat his lunch. "I just had a parent in
my office who actually believes that I can get her daughter into Radcliffe.
Can you imagine?"
She thinks you have connections or something?" I ask, in a joking
tone
.
I am not sure what she thinks. Apparently, she heard through her
neighbor that a counselor's recommendation can make the world of difference
in some of the prestigious universities."
"Well, how did you handle that one?"
I told her that I would try to write the fairest, most positive
recommendation that I could. But, a student's records, particularly grades
and school activities, are much more important than my recoimnendation.
"
"Did she accept that?" I inquire.
It s hard to say. She is one of many people I deal with who think
that counselor's are supposed to do one thing or another. What do you do?
This morning, I found myself getting angry."
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"It happens to me too. I usually try to give the clearest explan-
ation of what I think my job is."
Hmm. That would probably throw me quite a bit. I don’t know
nowadays what my job is supposed to be."
"What do you mean?"
Well, I am not sure I could tell someone exactly what my job, as
counselor, is actually," Mr. Jones comments. "I mean when I got into this
business, it was a very different thing. That was in the late fifties.
I was tired of the classroom by then and I wanted something different. To
be honest, I thought it would be a hell of a lot easier."
"Just between you and me, I think a lot of people still feel that
way," I say. I am thinking now about changes Mr. Jones has experienced.
"I had no idea what I was getting myself into, believe me. Besides,
things have changed so much. I mean now, they expect the counselor to be
a therapist on top of everything else I I can remember taking counseling
courses in the evening while I was still teaching during the day. It was a
matter of getting enough credits to be awarded the Masters degree and the
Counselor's Certificate."
"But, wait a minute, you must've had an interest in students at
some point."
"Oh yeah, I could talk to the kids easy enough. In fact, in those
days, I was considered one of the best teachers, especially when it came
to getting along with the kids." Mr. Jones is smiling as he reminisces.
"As I said, though, it is quite a different ballgame these days."
"Yes, it is," I say with a sigh. "I've seen a difference in the
five years I've been here."
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Yes, but I think your training prepared you much more adequately
for some of today's problems in schools. I mean I don’t know where to be-
gin with some of the problems these kids have. Sure, I can change their
schedules around and handle college admissions. Oh, and I suppose I can
talk to them about possible occupations or careers they have an interest
in. In fact, I still enjoy helping them interpret their interest inventor-
ies. But, that doesn’t seem to be enough.”
I think you can get into lots of issues through talking about
careers and other things the students might be interest in."
^ guess, he says appreciating my positive support. He
then continues where he left off. "No, these kids need someone who can
understand some of their problems like with drugs, alcohol, and of course,
sex. I feel very uncomfortable talking with them about things like this.
When I was growing up, you didn’t talk about it. So
,
I suppose that’s
still with me. Then, there are the new minority groups coming up. I am
for that. I try to understand them as best I can, but most of them won’t
set foot in my office."
I stop eating while I listen to Mr. Jones. I remember how inad-
equate I was feeling a few minutes ago. I am better now. Yet, I am afraid
it is more than a meal with Mr. Jones. He’s never talked like this before,
at least not with me. I want to help without being patronizing. I search
for the best way to do this. "But, George," I say, "I have seen you do
some incredible things with kids. And, I am not talking about fifteen
years ago, but last weekl"
"Well, thanks." He sighs deeply. "I don’t know. You know, I
even had a mother come in to tell me that I was discriminating against
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her daughter for being female.
. . I think that I might be in the wrong
business, seriously."
George, I too have felt that very same way," I reveal. "Yes,
I do feel sometimes that the job isn’t for me. No one knows what we are
supposed to do. Even worse, we are more confused about that than anyone
else! At the same time, I do feel that what we do is invaluable. Our
potential, even greater! We are like the lubrication in a machine. Or,
the mortar in a brick building. Without us, the whole thing wouldn't work.
It just would not hold together." I stop now because I notice that other
faculty members are listening. I look at Mr. Jones to say in a much lower
tone of voice, "Furthemore, today's problems are just plain incomprehen-
sible. Okay, so we try to solve them. But, no one ever knows if what they
are doing really makes a difference. I sure don't. Yet, I do know that I
care about what happens to my students, the faculty, or just people in
general. That is all I can really count on. That's it! And, I think
that you care as well. To me, this has to be the fundamental basis for
counseling, right there."
"I know I do care, and I guess that is why I feel so bad," con-
fesses Mr. Jones. "I really think that I should be able to do more. . .
a lot more."
"I go over that one myself. Over and over again," I continue.
"I think it is more of a matter of 'different' rather than 'more.' In
other words, as tired as you and I are at the end of the day, who could
ask us to do more?"
I "Do you want me to name a few?" says Mr. Jones humorously.
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No, not really," I say, "I suppose I can think of a tew myself.
Anyway, 1 think It would be worth our while to look at some different things
we can do as a department. There's no doubt in my mind that there is a lot
to do. And we won’t be able to do it all. Yet, perhaps we can become more
aware of what we are doing and talk about some things that we would like
to do."
Mr. Jones is silent now, looking like he is deep in thought. As an
after thought, he says, "I think you're right. I really do." Then with
new energy in his voice, he says, "By the way, Mr. O'Connor, our dear prin-
cipal, IS trying to get together with all of us to talk about a group of
low-achieving students. He wants ^ to meet with him so that ^ can come
up with some ideas for a program to help these students. He didn't say
this but I think he feels that it is our responsibility to do something."
"Well, he may be right."
"Certainly, we have some of the responsibility," retorts Mr. Jones,
but I think that teachers have a part in it tool" He then looks down at
his try of food and places his hand over his eyes. After a seemingly long
sigh he continues. "I think my conversation with him this morning made me
feel that I was totally incompetent all together. He kept saying to me,
as Head of the Counseling Department, you must have some ideas for programs
that might help some of these kids. I had nothing, absolutely nothing."
"Hey, maybe that is a good place for us to start as a group," I
add as if a light bulb suddenly goes off in my head.
"Good idea, a very good idea," says Mr. Jones. We both continue
eating for a minute or so, not talking, but obviously full with thoughts.
Mr. Jones turns to me to say, "I feel better. Not great, but better." He
is now smiling.
223
"Funny," I say, "so do I."
I feel that I have gotten to know Mr. Jones much better today. I
am sure he feels the same about me. Rarely do we actually take the time
to talk with one another. Yet, today we did. And, as far as I can tell,
there will be more times like today. It has been five years since I
started here as a counselor. I have always felt such a professional dis-
tance from Mr. Jones. That is not to say that we weren't friendly towards
each other, but a distance was there nonetheless. Today, in one lunch
period, we came a long way. Each time something like this happens, I feel
so incredibly happy. All of a sudden, the fragments seem to somehow fall
into place. I want to go up to the first person I see and say, "Yes, it
works.
. . it works'. Communication is a viable, healthy, wonderful thing!"
Scraping our dessert bowls for the last morsels of fruit cocktail,
Mr. Jones and I both glance at our watches. It is time to face the after-
noon. He offers to take my tray to the clean-up area, which everyone hates
to do, faculty even more than the students. We thank each other for the
good talk, promising to do it again soon.
I notice that Mr. Rey is also preparing to leave the lunchroom. I
ii^dlcate that I would like a word with him before he leaves. He comes to
where I am sitting.
What's up, Mr. Ceemore," says Mr. Rey, in his curt, brisk way.
I suddenly understand why some students might find Mr. Rey fright-
ening. He is an exceptionally large man in both height and weight. As I
stand to greet him, I feel dwarfed, even though I am above-average in
height. "It's good to see you. How are things?"
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"Fine, fine," he says, making it obvious to me that he has things
to do.
"I wanted to talk with you about Betsy Gilligan. But, it looks
like you are pressed for time."
"I am, yes," he confirms. "What about Betsy?"
She was in my office this morning wanting to drop from your biology
class. I know that the news doesn't set too well.
"She can't drop because it's past the deadline," he says very seri-
ously. Didn t you tell her that?" He shakes his head in disbelief. "I
mean why do we have rules around this place anyway?"
"I have made her aware of the rules. She knows." I am on the
defensive. "Besides, she is very emotional right now about the class."
I try with my tone of voice to let him know I don't want to fight. "I
thought maybe you could give me some insights as to what might be happening
in the class."
"Well, I'll tell you what's happening as I see it," he says rather
coarsely. 'Betsy is lazy. She doesn't do her homework half the time.
When she does do it, she rarely follows directions. Besides that, she is
late every other day I"
"Boy, that sure adds quite a bit to the picture," I say. I am not
sure where to go next. It seems that Mr. Rey has strong feelings about
Betsy s performance and conduct in class. Betsy, of course, refuses to
talk with him about it. I decide to stay with the cognitive side of things
for a while. "Do you think that Betsy is capable of doing the work in your
class?"
"For sure, there is no question," he answers with confidence.
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"I am glad you think so." I think I will give a sketchy history at
this point. 1 feel it to be critical even though time is rapidly running
out. "Last year, in working with Betsy, I found that when the work became
too difficult, especially in courses that require a lot of reading, she
had a tendency to avoid the class. But, If you think that she can do the
work, maybe something else is happening."
"Well, now that you mention it," he comments, "I have noticed that
she takes longer than the others when I give a reading assignment in class.
Of course, I just figured that she wasn't trying hard enough. I never
thought she might have a reading problem." He looks at me as if almost to
apologize. "She's so verbal; I thought she was as smart as any other kid
in the class."
"I am sure she is really," I say. "But like many students who are
below grade level in reading, it gets worse as they get older. And, often,
they are very verbal, as you have observed in Betsy's case. This is often
a compensation. You know, I will learn to talk really well. Maybe they
won't notice I can't read."
I don t know what you want me to do, but I can't let her just
drop out of my class," he says. "Of course, if her parents want to talk
with Mr. O'Connor about it, that is their prerogative."
The more we talk, the less I think dropping the class will solve
the problem. I now wonder if it would be a good idea for us to meet to-
gether. It's worth a try. "Would you be willing to talk with Betsy and
I about the class?"
"Well, I don't mind if you think it will help," responds Mr. Key.
"I tell you right now, that I am willing to do what I can if she is willing
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to work. I don't believe in holding their hands. I am from the old school
in case you haven't noticed." His expression changes slightly appearing
more pleasant. "Oh, I don't know, maybe I was a little hard on her a couple
of times. But, the kids know that I don't mean them any harm. You know a
few of the kids who went through my classes thought I was hard on them until
they went on to college." He is smiling now. "They come back to thank me
for giving them hell in my class."
I bet they do," I say with appreciation for the moment.
"Okay, let me know the time and the place," he states in his matter-
of~fsct tone, "and I'll be there. Gotta go'."
Well, at least, he's willing to try. I appreciate that. For a
while there, I didn't think we were going to get very far. It is difficult
for me to get into the proper rhythm and space to communicate effectively
with teachers like Mr. Key. They are so no-nonsense and very much stick-
to- the-rules oriented. In other words, they happen to be on the opposite
end of the continuum from the come-what-may
,
"organic-type" individuals,
like myself. Yet, I have learned that though their way is different, it by
no means interferes with getting the job done. In fact, while Mr. Key was
talking about the students who came back to see him after entering college,
I too could recall talking with many students who would testify that they
learned more from him than any other teacher in the school. To Betsy,
particularly at the moment, such a claim would seem absolutely absurd.
However, there is still time. I must admit that I am feeling strangely
optimistic about our meeting. I think that we might be able to work some-
thing out.
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Period V
Lunch period is now officially over. Every day at the same time,
the bell breaks the news to us all, though not at all gently. "Back to
workl" it grates. Of course, by this time of the day, everyone is moving
a bit slower. Teachers and students alike take just a little longer to get
back into it. No doubt, there are exceptions. Yet, for the most part, the
classes directly after lunch have to allow for the body's natural sluggish-
ness. I observe the 'lull' fairly regularly because I usually do group work
in the afternoon. On certain days, I would be better off supervising 'nap'
time rather than trying to get anything accomplished. I'd ask, "How are
you this afternoon?" After such a question, I was often bombarded with
multiple variations of "Ughl" So, I have learned to flow with it. Usually
all of us get better ten to fifteen minutes into the period. I have
thought of shifting my groups to the morning. And, in fact, I've tried
this. Though I think the students could easily make the adjustment, I
don't think that I could. I much prefer working with individuals in the
and groups in the afternoon. This is just my way.
After dashing to my office to pick up my notes, I enter the Guid-
ance Conference room to meet the twelth graders. They look up briefly as
I grab a seat. They are not ready. At least, they are here I I break
them into groups of ten or so as a general rule. I place notices in the
bulletin and post announcements as well so that their guidance appointments
are well publicized. Still, a few manage to miss their appointments. I am
happy to say that, in general, the system works well. The twelfth graders
and I are old friends by this time in their high school careers. We will
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see each other several times this year with college admissions eminent, with
the firming up of vocational and other career plans, and with just the over-
all feeling of panic about next year that ensues as the year develops. I am
glad to see them. I feel closest to them because I know them best. I have
watched them grow and develop over the last two or three years, each one
quite different from the other. Actually, in certain cases, I find the
changes to be quite remarkable. For example, as I look around the room, I
see a couple of students that I just didn't think would make it through.
Not that they were not capable, but there was something about the mix of
school and these particular individuals that was incompatible. Yet, here
they are today, handling the world (and school) like it was their own.
It s students like this that give me the faith to go on when everything
rational tells me to tuim around and walk the other way.
I notice that they are giving me indicators that they are ready to
acknowledge my presence more fully. I suppose we should start. "Good
afternoon, folks I" I say with forced enthusiasm.
Good afternoon, folks I" they mimmick my tone exactly.
"Okay, okay," I say, "this is serious business." The room is
filled with laughter when I say this. I too begin to laugh. I pause
fully appreciating the spontaneity of it all. "Well, I guess this marks
the beginning of several times we will be getting together this year. Al-
though there are a few important things that one has to know as a senior,
I mainly look forward to our getting together to just talk about what is
on our minds." I am about to go to the next item of business when I notice
Frank Carson has his hand up. He and I know each other quite well. "Yes,
Frank?"
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"Really, Mr. Ceemore," he says in a serious tone, which makes me
immediately suspicious, "I ain't mentioning no names, but I think you'd
have to have a couple of people arrested in here if they told you what was
on their minds."
The room is now vibrating with uncontrollable laughter. I hope we
are not disturbing my colleagues too much, even though they must be famil-
iar with my group meetings by now. I sense that the beautiful day has
brought with it good humor.
For you, Frank," I offer, matching his mock seriousness, "I will
request two policemen to remain right outside the door, just in case."
We all continue to laugh and chatter a few minutes more. I have
decided that we will return to business when we can. Besides, it is obvi-
ously one of those days. Rather than tense up, like I have done many times
in the past, I try to get into it. I know that twelfth grade carries with
it a mixed blessing. First, it is the last year of high school, a long
awaited year. It is really a year of celebration, a well-deserved on at
that. In addition, academically, it is perhaps the least demanding year
because in our school, the core academic subjects are taken during the
ninth through eleventh grade years. Therefore, the majority of students
don't have very heavy schedules. It makes sense then that most students
look forward to being a senior. In this way, senior year is prime time.
On the other hand, the senior year is also a time that students must begin
to think about their lives as adults. Though they have been preparing for
this time in their lives for quite some time, for seniors, next year is it I
There are important decisions to be made that can, and often do determine
the course of one's life. As a result, the last yeaV of high school is
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perhaps the most anxiety-ridden of all the other years. For example, it
is during the senior year that many students must learn to cope with the
uncertainty of the college admissions process. In some instances, the
trauma caused by a rejection from a student's favorite college is severe.
Also, many students will suffer from serious depressions for the first
txme in their lives because they cannot come up with satisfactory answers
to the all-encompassing question: What am I going to do with my life?
Today, I enjoy their spontaneity. It has certainly added to my
day. Nevertheless, I know that there is quite a bit on their minds. There's
a great deal of information that I want to give them, although I am painful-
ly aware of what I cannot give them. The journey into adult life is their 's
to do alone. So, it is true that next year they are on their own, but I
can t help but feel that we can do more to prepare them for this transition.
I have mimeographed for you the important deadlines of the year,"
I remark, choosing the most appropriate moment for the new start. I hand
the sheets of paper to a student to pass out. "This is really an outline
of things that you should be doing at various times during the year." I
give them a few minutes to look over them. "I will, to the best of my
ability, try to remind you of these deadlines as they near." I now walk
around the table so that I may answer individual questions. "The next
two group meetings are very important to attend. They will be concerned
with graduation clearance. ..." They cheer and pound the table when I
mention the magic word. "And, pre-registration for the spring semester.
If you cannot attend your scheduled meeting, then see Mrs. Robeson for a
more suitable time."
"Do we have to attend these meetings about the S.A.T.?," a stu-
dent asks.
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Well, I think if you are planning to Cake the S.A.T. then, it
«ould be very much worth your while. However, it is up to you." I pick
up that this question has generated some interest so 1 continue. "Tor
those of you who might be interested in what we will do in the meeting,
I can briefly give you an idea. We will talk about some possible ways of
preparing for the exam. Students, who have already taken the exam, will
be on hand to talk a bit about their experience. At that meeting, we will
fill out the application Itself so that it can be done properly. And last,
1 will talk about the scoring of the exam, how it is used by the colleges
and universities and make other general comments about the S.A.T."
The students are now talking among themselves, exchanging horror
stories about the S.A.T. I am now getting ready for the next activity.
say, Today, I would like to ask you to help me with a problem." The
students all of a sudden come to attention. Murmurs of 'what's this all
about' fill the atmosphere of the room. I continue. "I have been meeting
with the tenth grade students for about three weeks now. And, I must con-
fess that I am not getting very far. I can't seem to generate any type of
excitement, no matter what I try. At the same time, I realize that they
don't know me which could be a big part of the problem. Moreover, the
thought has occurred to me that it is perhaps too early to start posing
questions like: What are your interests? Are you planning to go to college?
What kinds of career or occupational focus do you have at this point?" The
room is quiet. So, I decided to ask you for some suggestions. Are you
help me out? I look around the room now, trying to make indiv-
idual eye contact.
Sure." They answer me in unison. They then begin to chatter
amongst themselves.
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"Okay," I continue, "What I want you to do is break up in groups
of two or three, of your choosing, and discuss it for a while." The stu-
dents begin to choose their groups. Everyone is now a part of a group.
"To give your discussion a focus, please deal with the following questions
Is it too early to think about the future? What kinds of things do you
think will be of interest to the tenth grader? In your own experience,
what was most helpful to you in getting you to your senior year?" 1 am
now walking around the room distributing paper to those who request it.
Are there any questions?" They seem to understand. "You have fifteen
minutes I
"
I think that this will be good. They seem both enthusiastic and
sincere. As I watch them talk, I can't help but think back on those stu-
dents I have known since their tenth grade year. I notice a new sense of
authority in their every gesture. With some, it happens overnight. I
feel an incredible sense of warmth as I walk amongst them. And, they
really do want to help.
I hear a knock on the door. I answer it. It's Mr. O'Connor, our
principal
.
"Hello," I say, as I step out of the Conference room. "I haven't
seen you all day. How are you?"
"I am busy as usual," says Mr. O'Connor, "and you?"
"Oh, I've been rather busy myself. What can I do for you?"
"Well, I don't want to take you away from your students too long
but there's something I need cleared up right away," he says in a more
than usual serious way.
"Yes, what is it?" I am made very curious by the urgency in his
voice
.
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"Well, I ran into Mr. Stern earlier and he reported an incident
between himself and Ronnie Scott which happened this morning. Apparently,
Ronnie came to his class late and when questioned about it, he left class
muttering obscenities under his breath. So, I told Mr. Stern that I would
look into the matter. I then called Ronnie into ray office and asked him
to tell me about it this morning. He tells me that he talked to you about
it already and you told him that he didn't have to go back to class. Is
that correct?"
As Mr. O'Connor is talking, I realize that the situation that I
thought might get worse already has. Why didn't I go straight to Mr. Stern?
Maybe that would have prevented Mr. O'Connor's intervention and his increas-
ingly authoritative tone. He wants an explanation from me in a hurry. Here
it goes. "Mr. O'Connor, I had planned on seeing Mr. Stern about Ronnie
Scott this afternoon. I thought that we would be able to handle the situa-
tion together with Ronnie. And, to answer your question," I say to admit
to what might be perceived as wrong, "yes, I told Ronnie not to worry about
going to class until I talked with Mr. Stem."
"Mr. Ceemore," responds Mr. O'Connor, "I think this is a matter of
discipline, which, as you so often have said, is not counseling."
I am confused now. I have in the past been able to draw a line
between what I considered disciplinary and that which is counseling. Yet,
right now, I don't seem to have it available. I do know that I thought
that we could handle it without disciplinary measures. I was thinking
more along the lines of mutual understanding, between Ronnie and Mr. Stern.
"Mr. O'Connor, if I may say so, I think that I can help here. I really do.
And, I am asking you to let me see what I can do first." I can tell that
234
he wants to beat me with my own stick. We have gone round and round on
this one in the past. To him, this case is purely one of discipline, which
we have agreed is his job, not mine. I can see that, but I think there is
more. But, right now, I can’t seem to grasp it. Maybe he is right. "Let
me try," I ask.
"Well, okay," he consents reluctantly. "Mr. Ceemore, I do not con-
done belligerence in students especially directed towards teachers. It
looks to me like a situation where some disciplinary action is needed.
But. . .1 may be wrong." He sighs then turns to walk away.
Mr. 0 Connor," I call out, "I'll get back with you tomorrow on
this." He nods still not at all convinced that he has made the right deci-
sion. "And, thanks."
I re-enter the conference room with myriad thoughts about my en-
counter with the principal. I feel that my credibility is on the line.
I don t like this feeling at all. The weight of the day is again making
its way into my consciousness, pounding inside my head. I don't know how
I can do it all; it's too much to sort out. I notice that the group is
going full steam. I attempt to focus my energy. It's not working. I
decide to reassemble the group to help me get back into it.
"Hey, group," I say, "are you ready to share some of your ideas or
do you need more time." They appear quite animated.
"We're ready," they say excitedly.
"Great." I am moving slowly back into their space. "Who wants
to go first?"
"We'll go first," offers a student, named Lisa, sitting to my right.
"Okay," I respond. "First, what did your group come up with in
response to the first question?"
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"Well, we
thought that it
couldn t agree at all, Mr. Ceemore," says Lisa. "I
isn t too young at all to start thinking about what
mean
you
want to do because there’s not that much time." She now looks at her
friend, Sarah. "Sarah thinks that it is too young because you don't really
know yourself well enough yet." Lisa now looks at me for some type of ack-
nowledgement
. "I mean, what do you think, Mr. Ceemore?"
I think that both views have their validity, really," I answer.
"But I would rather hear from all of you first before I give my impressions.
I am into it now. They have really taken this task seriously. I think that
we are all going to learn something about ourselves today. "What about the
second question?"
"Sarah and I got into such a big argument about the first question
that we didn’t give the second or the third questions much time," says Lisa
laughingly. "But, we came up with a list of things that we thought might
interest them. Things like, how to make new friends, and how to choose your
friends would be good. Also, tenth graders need to know which teachers to
avoid and which teachers to take. Let's see, they need to know how to get
the classes they want and how to go about getting extra help when they need
it. And last, this is one I wish someone had helped me with, how to keep
from cutting class'."
While Lisa is reading the list, the other students listen, giving
their comments as well. I already have some ideas which really didn't come
to me before. These are things that I am aware of but I wouldn't necessar-
ily think of them as topics for discussion. What great ideas I "What a
great list you people have come up with," I exclaim. "Really, fantastici
What about the last question. Did you do anything with that one?"
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"This was a surprise to all of us. We agreed on this one." Lisa
looks at her individual group members. "We felt that there is really noth-
ing in particular that can help you get through it. It is all a matter of
growing up. Or, something inside says that you have to start looking more
at what you are doing. You know, like you’re not going to be in high school
forever .
"
Utterances of disagreement rumble as Lisa tries to finish her com-
ments. "Let me finish," she says sharply, "just let me finish then you can
talk.'"
I decide not to interfere. I think that they can work it out.
"But, we have all had some experiences that have made us look at
ourselves in a different way. I don't think we have to talk about what it
actually was because for many of us
,
I know for me, it was personal." Lisa
pauses for a moment, looking over her notes. "Well, that's all, I think.
But, we really didn't spend as much time on that one as maybe we could have."
She shrugs her shoulders and looks around at the other members of her group.
They seem to feel that their group has been well represented.
"Very good, Lisa," I say in appreciation of her presentation. It
was really very well done. "Who's next?"
"T'll go next," says Eric, who is in a group with two other fellows.
"Fine," I say.
"All right. For the first question, we also had mixed feelings."
He nods and smiles at Lisa's group. "Yet, we have arrived at a general
consensus." Eric is now looking at the other two in his group to make sure
that they approve. "It was agreed that tenth grade is not too young to
start thinking about what you are going to do. But," he emphasizes, "it
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Is just a beginning. I mean, it might take a whole life time to figure
out what you want to do."
That s true," says Charlene from the other side of the room.
My father has had three jobs in the last two years. He's still trying
to figure out what he wants to do."
The rest of the group is not quite sure how to react to Charlene's
comment. So, only a quiet 'wow' is heard, but still very tentative. I
again decide not to interfere.
Well, my old man hasn't had a lot of jobs, but I know he doesn't
like the one he's had all these years," says Eric, breaking the brief
silence. "Not only that, but my brother got straight A's while he was
in high school and went on to college. Last year, he was a senior and he
dropped out. My parents almost croaked." The room is quite restless now,
but somehow in a healthy way.
"Do you know why your brother dropped Out, Eric?" I ask.
"He decided that he wasn't cut out to be an engineer," responds
Eric, so he dropped out of school for a while he says. But, my parents
are afraid that he'll never go back."
"Maybe he will go back when he's made up his mind what he wants,"
I say.
"Maybe," Eric answers with uncertainty. "Anyway, that's what we
came up with for the first question. For the second one, we didn't do
very well. I mean you know. The tenth graders are so immature. Who
knows what they would be interested in?"
The other students come down heavily on Eric's comment. They
point out that he too was once a tenth grader. I think he is about to
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rephrase what he has just said. I can't believe the amount of compassion
felt for the tenth grader. I won't say it now but I think what Eric's
comment provoked was some of their own inner feelings about the lower
classman
.
Okay, okay," Eric concedes. "What I meant was that because they
are so young, it is hard to say what will interest them. I think that it
is an individual thing. I do." He then looks for some support from his
group. How about you guys? What do you think?"
"I think they’d be interested in how to get in with the kids,"
says Frank. "I know that Ihad a hard time when I came to this school
from Junior High School."
"So you’d go along with a few things that Lisa mentioned as impor-
tant," I comment. I decide to comment at this point because that was quite
an admission on Fred’s part. "Did you have any feelings about the third
question in your group?"
We got stuck a little on this one too," continues Eric, "until
the end. Then, Frank said that it was important for someone to believe
that you can make it. A teacher or a counselor or a friend, it really
doesn’t matter. My girlfriend is that for me I know."
"Can you be more specific about what you mean when you say, ’be-
lieve in,”’ I ask digging for more.
"I don’t know if I can. But, you do a lot of crazy things some-
times." Eric grimaces as he tries to express himself. "Well, everyone
always tells you that you should or you shouldn’t. I guess if someone
believes in you they just accept you; the good parts and the screwed-up
things too." Eric turns to look at me and asks, "Does that make sense?"
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"It makes sense to me," I say, "very much so." I find that I am
now very moved by their attempts to'express themselves. It is unbelievable
how much they know. And, it will take some time for them to fully under-
stand what they already know. "Do you have more comments to make?"
"Nope, That's pretty much it."
"Who wants to speak for the last group?"
"I will, says Charlene.
Okay, you're on," I say.
First of all," she begins, "we thought the first question was a
bit ridiculous." Her group supports her with affirmative nods of their
heads. The rest of the group is stirring now. "We thought that is was
ridiculous to ask if the tenth grade was too early to start thinking about
your future because we are always thinking about the future, no matter
what grade you are in." Charlene is talking to me at the moment. "I mean,
teachers, parents, and everybody else is always reminding you of something
that's going to happen, or something you got to do. You know what I mean,
like next week you will have a test. Or, who are you going to the party
with next weekend? What are you doing next summer? What is your report
card going to look like?" The rest of us now know exactly what Charlene
means. She has made us aware of something very important. "I can remember
being five years old when people would ask me 'what are you going to be
when you grow up little girl?' I could answer that question better then
than I can now'." The group enjoys Charlene's last comment.
"That is a very good point, Charlene," I say openly, knowing that
I stand accused for asking such a ridiculous question. Her point is very
well received by us all. We know that in our own unique ways that we are
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caught up lu the future. The future-orientation of my job is glaring nou.
Are there other things that came out in your group discussion?"
"Not really much else.
. .
." Charlene looks down at the floor
for a moment, then around at the other students. "I don't know about the
rest of you kids, but I am kinda worried because I have no idea what I
should do. You know, when you hear the other kids talking like they know
what they are doing, it's depressing. I haven't the foggiest idea what I
am going to do when I leave this place.”
"Have you considered going to college?” Sarah asks from across
the room.
"I don't want to go to college'.” Charlene answers adamantly.
It is apparent by now that the focus of the group has shifted some.
I am not sure where to lead the group at this point. I think that Charlene
is asking for help from the group. I believe the group wants to support
her and help her. Yet, we are almost out of time. I don't want to leave
it here. 'Well, Charlene,” I say in an attempt to move us along, "you can
probably do a lot of things, many of which you haven't thought about as
actual skills.”
"Oh yeah,” she responds, "like what?" In her tone, Charlene chal-
lenges me, but at the same time hoping I will tell her something she doesn't
know.
Rather than my telling you what you can do, I would guess you
could do a much better job. In fact, why don't you go home tonight and
really think about the things that you can do right now.” I turn to the
others. "You all might do this just to see what you come up with. You
should put down things like sewing, typing, cooking, woodworking, reading.
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palntlag, and anything that you can think of. Getting back to you Charlene,
If you make up such a list, I would be very willing to sit down with you
and talk about some job possibilities.”
I've already taken one of those interest tests and that didn't
tell me a thing. But.
.
. I'll do it if you think it will help."
"Well, it's definitely worth a try," I respond. "It's a start."
The bell IS ringing now. I am surprised that there is no made rush
to the door. That is a very good sign. We sit for a few more seconds with-
out a word. The students look at me to see if I have additional comments.
'Do you want these?," one student calls out, holding out his group
notes
.
"Sure, I'd love to have any ideas that you have written down," I
say. "Thanks!" I say in an appreciative tone. "You have helped me immea-
sureably. I can't tell you how much." I make individual eye contact as I
say this.
As the students get up to leave, I can sense that they too want to
express their appreciation or other feelings they might have about today's
meeting. I think we all feel that something good, or better still, some-
thing real has happened. We could have gone one. An atmosphere of incom-
pleteness remains. Perhaps this will stimulate more thoughts later, but
the reality of the bell is hard to ignore.
I move towards Charlene to see if she is feeling better. I think
she is by the energetic conversation she's having with a couple of friends.
With a slight motion of my hand, I indicate that I would like to speak
with her. She comes over almost immediately.
"Yes, Mr. Ceemore," she says.
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didn t mean to interrupt your conversation," I say apologeti-
cally. "1 hope you take me up on my offer. I think that „e can begin to
carve out some possible directions. 1 really do."
"Take some time to make up the list of things that you can do,
okay? And, come in tomorrow or the next day for an appointment. In fact,
see Mrs. Robeson for a time before you leave." I try to comfort her by
saying, "Try not to worry, Charlene, we'll come up with something, I am
sure .
"
What puzzles me at the moment is where I will actually go with
Charlene. And, I suppose it goes much further than just Charlene alone.
She was very courageous just now to get into her inner turmoil in front of
the group like that. Her expressed feelings were very moving and equally
provocative. Even more, I could feel her uncertainty, her frustration and
agony resonating within each physical presence in the room, including my
own. It was like we had a very deep-seated familiarity with what Charlene
was experiencing. Perhaps, in certain, specific cases, it is not deeply-
seated at all. Where to go with all of this is a mystery. In some ways,
though, Charlene seems to be the most outwardly "lost” and confused; she
is, I believe, on the road to self-discovery. Others will not open up
their own Pandora's Box until much later. I think Eric's comments about
his brother serve as a good example of this.
What can I do to help Charlene? She is in the middle of a crisis
of a sort. It isn t that unusual, but for Charlene, it's the first time.
And, it hurts. I will know more about which way to go as we get to know
each other better. I think that I will try to convey to her that in today's
world, it might be a good idea to take some time to decide what path one
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should take. Though it may be difficult and frustrating. Important insights
are not too far away. Also, I can mention to her that the world of work for
women is changing rapidly. Hopefully, we can rechannel some of her inner
despair into excitement about all that Is possible for her, as a young woman
today. There is yet another feeling that won't leave me alone. I think
what I want to say, and not just to Charlene but to all students. Is that
discovering what will really make you happy takes a great deal of time.
For many of us. It takes almost a complete lifetime. To carry this a bit
further, many never do find out. Students assume that they are in the boat
by themselves. It's a lonely trip they are taking. If they only knew that
most of us are crowded in that boat with them, I don't think they'd feel
nearly as bad.
On my way back to my office, I stop off to speak with Mrs. Robeson.
I need her help. "Mrs. Robeson," I say, "I need you to help me out."
"Oh god, it sounds pretty bad," Mrs. Robeson responds. "What can
I do for you?" She stops her typing and gives me her full attention.
I need you to schedule in some teachers for me, okay? First, I
have to see Mr. Stem, either later this afternoon, after my conference
with parents or first thing tomorrow morning. It is very important." As
I say this, I recall for the moment my discomfort after speaking with Mr.
0 Connor. Also, I would like to fit in Mrs. James at some point tomorrow."
"She's just come in again to arrange a meeting," adds Mrs. Robeson
in her efficient, but very warm way, "and the two of you are meeting tomor-
row after school."
"Great, I feel better already."
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"Well, that doesn't seem to be so bad," she says. "You looked so
grim just now."
"Again, you’ve made it better," I say. "To say the least, I have
a lot on my mxnd. Let me know as soon as you can about Mr. Stern." I
am almost in my office now, but I stop as if I'd forgotten something.
Thank you.
. . really. Mrs. Robeson gives me a warm smile and goes back
to her typing.
In my office, I pick up a few things that I will need for my tenth
graders. Hearing the bell reminds me that we are in the last period of
the day. Boy, am I feeling it. Just a bit more to go and I can call it
a day. Back to the conference room I go'. I seem to have a new stage of
energy. Sometimes I really surprise myself. Maybe it's that good night's
sleep I vaguely remember having.
Period VI
As I enter the conference room for my next group, I notice that
the mood in the room is considerably different. The excitement in the air
has been transformed into something else. I am not sure yet, but by the
looks on some of the faces, it's bewilderment. About two months into the
new year, the confusion around the school subsides to a large degree.
However, for the tenth graders who are new to the school, there are many
pieces to the puzzle that remain missing. They are still very much trying
to make sense out of the whole thing. Today, for example, they have a
guidance appointment with about nine or ten other students. The feeling
of 'I wonder what this is all about' is looming. I have discovered over
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time that small group meetings with one's counselor are quite rare espec-
ially for new students.
I begin to pass out some material while the last few students are
getting settled into their seats. Let's see, it looks like I have nine
today. Not bad! I look around the room now looking to see if I recognize
any of them. No, we are all strangers to each other.
Hello students," I start out, "my name is Mr. Ceemore. And as
you have probably guessed, I am your counselor." I spend a couple of
seconds observing each student as I talk in an attempt to gain a mental
picture of each one. I will, by the end of the period, have picked up
something about each one that is unique, apart from the others. I decide
to continue without having them give me their names. I don't know exactly
why except I think that in the past I have felt that instead of relieving
tension it often creates it. Of course, each group is different. Intui-
tively, I think it is best to go on today. "Because I don't know you at
all, I would like for you to give me some information about yourself. In
of you, you will find a questionnaire. I would appreciate it if you
would fill it out to the best of your ability. If you get stuck, raise
your hand and I will come to assist you, okay? I have pencils here if any
of you need one." The students get busy right away, now that they have a
task. It's strange, they seem to relax a bit.
Walking around the room, I strain my eyes to pick up some names.
I discover other things too. For example, some students get right into
it, writing like written expression is a favorite pastime. Others labor-
iously push and pull the pencil over the sheet of paper, straining all the
way. Not that I am an expert in handwriting analysis, but you can learn
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about a student from the looks of his or her writing or printing. I don’t
normally conclude anything substantial from these observations unless it
is something quite outstanding like letter reversals or an abundance of
spelling errors. Yet, it does add to the picture that I am forming in my
head about each student. In the same way, what they wear and other person-
al habits add to my mental image. Without a doubt, most informative are
the responses to the questions themselves. The questionnaire is very
straightforward in the beginning. I try to gather information regarding
their class schedules, which have often changed since the beginning of the
year, teachers' names for each subject and any problems or concerns they
have with their schedules. In addition, I ask for general future plans.
For example, if they are going to college, into the military or some other
specialized field. This is very important for me to know as soon as pos-
sible in terms of proper programming. The last portion of the questionnaire
is much less specific. I ask the following questions: What are some of
the things you really like to do (inside our outside of school)? If you
were given a chance to do your favorite thing, what would it be? For me,
the responses to these questions are often the most revealing about the
student s inner world. They can also make fun reading.
Most of the students are finishing up. I prepare for the next
activity
. I gather about ten guidance handbooks and ask a student to give
one to each student. I see that there are a couple of students who have
not completed their questionnaire. I sit quietly, providing a model for
a few students who have started to talk among themselves. The room is
quiet again. I see now that everyone has finished. I say, "Thank you
very much. Now, I would like you to open up the guidance handbooks that
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have been placed in front of you." The students begin to stretch and move
around a bit as they follow my instruction. "As you look over the ’Table
of Contents’ you will discover that within this book there is just about
everything you will need to know to get through high school successfully."
They are impressed with that statement though I am not sure why. As they
leaf through the contents of the book, I realize that they are overwhelmed
by Its thickness, especially if they have to know everything in it. I
clarify what I mean. "Of course, you won’t need to know all of it. I
view it more like a reference book. You know, where you can find out
things like what the requirements are for graduation, or how you send off
for information about schools. Stuff like that." They sigh with relief.
I sense also that they are relaxing.
Okay, now I want you to close your books," I announce. The stu-
dents again follow directions, no questions asked. They are so obedient’.
I guess I am authority at this point. That will change, I think. "How
many of you know what counselors are for?" I don't know where this ques-
tion comes from but I decide to ’feel’ my way. I look around the room and
see no hands. Oh, c’mon, I know someone here knows what counselor’s are
for?" Again, all I see are shy, almost embarrassed faces. One student
looks like he’s going to answer. Good.
"They help you choose your classes," he says in an almost inaudible
tone
.
"Yes," I say, "anything else?"
"You go to counselors sometimes when you have problems," another
student comments.
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Okay.
. . counselors help you with problems. Very good." 1 ob-
serve some loosening up. I want to continue this mood, without threatening
It. "What kind of problems? Problems at home? At school? Problems that
you might have with some of your friends?" 1 amuse them with my energetic
inflection
.
All kinds of problems," say a few students sitting in front of me.
"That’s right," I respond as if that is the answer I am looking for.
I pause for a brief moment, gathering my thoughts. I don't know where I am
going next. "Okay," I continue almost thinking out loud, "let's say that I
am a friend of yours, all right. And, you happen to notice that I don’t
look very happy, okay. So, being the good friend that you are, you ask
what s wrong?’ I tell you that another friend of mine and I had a fight.
It wasn’t my fault either." I am now acting the part. "Even worse, he
has turned some of my other good friends against me." From their faces, I
can tell they are enjoying the character role. "And last night, they went
to the movies without me’. Now, I have a problem, don’t I?" I look for them
to answer.
"Yeah I" they say in chorus.
"Right." I change my tone to suggest a more serious mood. "So,
let me see a show of hands . How many of you would tell me to go see my
counselor about my problem?" I quickly look around the room. There are
no hands except a couple of students who then change their minds. No
hands I I now have a look of shock on my face. "But.
. . I thought you
told me that counselors help students with their problems." They are
laughing now. I continue my puzzled looks for a few more seconds. "You
were kidding me, weren’t you?"
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I wouldn't go to see my counselor about something like that," says
a student in a surprisingly confident manner. "And, I don't think most kids
would."
I hear mutterings of support around the room.
"Just out of curiosity.
. . by the way, what Is your name?" I ask,
realizing that it is perhaps a good time to ask.
Elizabeth," she says.
Just out of curiosity, Elizabeth, who would you talk with about
something like this?"
"I don't really know. It hasn’t happened to me. I suppose I would
start with a friend."
"I would talk with my mother," chimes a student from the opposite
end of the table, "she always understands."
"I certainly wouldn't tell my mother about it," Elizabeth quickly
retorts, "we don't talk much about that sort of thing," It appears that
the majority again agrees with Elizabeth. "But, counselors don't really
know the students like that. I mean, most of the time they are budy doing
other things."
"Yes, they are busy, but I think that their 'busy-ness' should in-
volve helping students with the problems they may have, no matter what it
is . I realize that what I am saying probably has not been their experi-
ence. Even more, I find it odd at times my need to defend the profession.
All in all, it is important that you have someone who you can talk to when
you have a problem that bothers you." We are silent now.
"I know last year a counselor helped me get out of a class I didn't
like," says a young fellow on my left. "I tried everything to get out of
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that class. I hated it I” He contorts his face as he says this. "Then,
my mother suggested that I go to see my counselor. I never thought of
that. So I did. And, boy, am I glad I did. Anything to get me out of
that horrible math class." The group loves this story.
"So, you found your counselor to really be of help, right," I say.
"Yep, sure did!" He seems pleased to share this experience with
the group. I too am pleased. We’re moving again.
"I could see going to a counselor for something like that," remarks
Elizabeth, facing me. "That makes sense. But, I just can't imagine me and
my friends going to our counselor with a problem we have. I am sorry, I
really can't."
While I am formulating some thoughts in response to Elizabeth, I
am startled by an alarming noise that deafens as well as frightens us. Oh,
it's a fire alarm. This could be our first fire drill of the year, maybe
not. We got to move.
"Okay, people, we have to leave the building," I say calmly, but
firmly. "Gather your personal belongings and leave the questionnaire I
gave you on the table; take the guidance handbooks. If we have time, we
come back. If not, you will be free to go. Stay close to me as we
file out of the building."
We move into the hallway, joining the procession already in full
force winding its way out of the building. I wonder if it is a drill, a
false alarm or the real thing. The students, oblivious to any possible
emergency, seem very happy to receive an unexpected break. However, I am
affected by their near-military order as they pass by. The students from
my group are new to this routine. They stay close as we walk to the outside.
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on any other day, I too would be happy to take a break like this. Today,
though, I felt like I was really getting somewhere with the group. I
wasn’t sure at all where I was going, but 1 could feel the group felling.
For me, it is the beginning of an unraveling of a problem that has been
Snawing away at the back of my head for some time now= How do I reach the
tenth graders? I understand now that I have been much of the problem be-
cause of my own nervousness about what to do. My last meeting brought me
different way. I decided to relax and go with it. This Is advice
that I can give to someone else without hesitation. It is so strange how
I can lose track of my own 'self in the midst of being so helpful to
others. What I needed to do was to relax and not concentrate on how bad
the groups have been going. Today, it happened. I was able to extend on
the feelings I had from my first group into the second. I am glad that
happened.
Again, I am amazed at the keen insights I gain from 'experiencing'
while on the job. All of a sudden, in the midst of what appears to be
never-ending complexity, I have an insight that makes it all clear. Okay,
so tomorrow, I discover something new that might even invalidate what I
have learned today. But, that seems to be the way that it is. In my ex-
perience, I have learned to accept the fact that I will continually learn,
relearn and unlearn perhaps a little each day. I don’t mean for this to
sound like a cute, trite little motto that one might hang on their wall.
It is, for me, a reality'. No matter how sure I get of what I think is
happening, or what I think the cause of a particular problem might be.
reality has a way of letting me know, sometimes quite brutally, that it
ain t necessarily so. In fact, at times, it can still humiliate me. Yet,
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I know now that for my own survival, I can no longer take this kind of thing
personally. It is much too draining; It is more a matter of either learn-
ing something new, relearning something that you once knew, or unlearning
something that you would have sworn was true. In essense, stay loose.
The fire trucks are here now. It looks like it was a false alarm.
Here we go again. Last year, this was by far our biggest problem. No one
really knows how to solve it. Apparently, there are just a few students
that find this sort of thing to be funny. But, unfortunately, there are a
multitude of serious ramifications. The community is now very concerned
about this very expensive way of having fun and has asked the police to
look into the matter. Last year, most of the heat from this problem fell
upon the lone shoulders of Mr. O'Connor, the principal. He’ll get more as
a result of today’s incident. I feel for him right now. Today has not
been a good day for him. I wonder if there is something we can do as a
Staff to help. At least, we can offer to share the burden.
The bell is ringing now letting us know that we can return to the
building. There’s only ten minutes left before the end of school. I de-
cide to the delight of my students to dismiss them. There’s just not
enough time to get back into it. I thank them for coming and inform them
that I will reschedule their appointment for another day. We leave feeling
as if we know each other better. At the moment, I feel very close to a few
of them as a result of our fire alarm experience. For them, it wa§ one more
new thing added to the heap that has accumulated since the year’s beginning.
Today, I tried to share in their excitement. I am sure, though, we were
excited about different things. But, who cares?
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On my way back into the building, I see Mr. Williams, who is the
Special Education teacher in our school. He happens to be a very good
friend. I haven't seen him all day. He is usually buried in the 'ups'
and 'downs' of student life on the other end of the building. We try to
get together for lunch or after the troops go home at night. For me, he
IS what one might call, a kindred spirit. We are glad to see each other.
How are you?" I ask, letting him know by my expression that I
have had a day.
"How are you?" he answers picking up on my non-verbal message.
Well, It has been one of those days. And, I am not finished yet.'
"Oh," he says, "you have a heavy after school tonight."
It could be. I think to myself that I am not really sure at
all about the agenda of my meeting. I should look into it before we begin
"Anyway, the bulk of the day is over."
"Mine, wasn't that bad. Surprisingly, it was quite smooth." He
looks at me to remind me of a couple of impossible days last week. "You
know how it can be down there."
"Oh yeah, I do."
"Listen, I have a couple of students waiting for me. How about
lunch tomorrow?"
"Hey, goodi," I respond. "I have lots to talk with you about."
He changes his expression when I say this. "Nothing serious really. Oh,
by the way, my groups went well today I think." I am obviously pleased to
share this
.
"The tenth grade too?" he asks. I nod 'yes.' "Great I"
"Yes, I am pretty happy. So, I'll look for you tomorrow. . . .
Take care'."
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1 notice a new lift in ny step. The day's end is within
.y grasp.
I am humming when I re-enter the counselor's office.
"Mr. Ceemcre," says Mrs. Robeson, "1 have arranged the appointment
With Mr. Stern for first thing tomorrow morning. Okay?"
"Fine," I answer. I hope that I am clear-headed in the morning.
I am worried a bit about this one. Of course
I must remember that. Maybe we will both see
tomorrow is another day.
it differently by morning.
The last bell of the day is now upon us. By this time of the day,
it is what everyone has been waiting for. Today, of course, it is a dif-
ferent story. School unofficially ended with the false alarm. So, the
bell IS nothing more than an afterthought. This is normally not the case.
If you happen to be out in the hallway during the last bell, you notice
that it is the happiest part of the day for everyone. Those dragging feet
and lethargic bodies miraculously perk up in a matter of seconds. It's
time to go home! Well, I am not unfamiliar with this reaction as I think
back on my own experience, on both sides of the desk. I used to ask my-
self: Why are we so happy to leave this place? I don't ask it so much
nowadays because I know some of the reasons why. Not only that, but I
have noticed a gradual increase in the number of bodies that remain here
after the last bell. It is very encouraging to see. Everyone seems to be
so much more relaxed. My dream is to transplant some of this 'after
school' feeling into the regular school day. Now how one does this, I
don't know, but it is worth talking about.
Fitting the final touches on Fred's application, I hear unfamiliar
adult voices in the other room. I think it may be Mr. and Mrs. Raymond.
I clear my desk, sensing that Mrs. Robeson will soon appear.
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"Mr. Ceemore," she says, "Mr. and Mrs. Raymond are here to see you."
"Good," I answer, "show them in." I look outside of my office to
see if Mr. Gordon has arrived. He has not. "Have you heard from Mr.
Gordon?" I whisper.
"He should be here any minute," responds Mrs. Robeson. "I’ll give
a call down to his room to let him know that the Raymonds are here."
Thanks. Ask him to come right in when he arrives."
I receive Mr. and Mrs. Raymond at my door. I have not formally
met them, although I have talked with Mrs. Raymond on the phone. They seem
like nice people.
"Mr. Gordon is on his way," I say. "Is there anything that you
would like to ask me about your son's program or something of that nature?"
We d prefer to wait for Mr. Gordon," answers Mr. Raymond. "This
mainly concerns Mr. Gordon and my son, Paul." All of a sudden the atmos-
phere changes after Mr. Raymond's comment. I sense an air of controlled
emotion. I wonder what is happening. For the life of me, I can't remember
what Mr. Gordon said about the purpose of this conference.
Fine, he shouldn't be too long," I say in a respectful tone.
"Did you have a busy day," Mrs. Raymond asks politely.
Oh yes, I say sighing deeply, "there is just always something
to be done. And, I am lucky if I get to half of them." I observe that Mr.
Raymond is remaining quite stiff, not making any contact with me at all.
Mrs. Raymond keeps things going. I am growing increasingly curious as to
what is happening here.
"How many students do you have to take care of?" inquires Mrs.
Raymond
.
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I feal Chat her phrase 'cake care of Is so appropriate. I answer.
"Let's see, I think that I have about two hundred and fifty that I at, re-
sponsible for. But, I probably take care of a lot more than that." I
smile appreciating very much her question and the way it was asked.
"I don't see how you do It. I sure don't." She shakes her head
in disbelief.
I hear Mr. Gordon's voice in the outer office. I get up to greet
him.
Hello, Mr. Ceemore," he says closing the door behind him.
"Good afternoon," I say, "this is Mr. and Mrs. Raymond." Mr.
Gordon motions for them to stay seated as he shakes both of their hands.
Now we can begin," I announce in an unusually formal tone. "Mr.
Raymond, would you like to start?"
'I will," he responds, giving his wife a cue. She goes into her
purse and pulls out an envelope, which she hands to Mr. Raymond. It looks
like the progress report that the school sends out particularly if a stu-
dent isn't doing well. Aha! This gives me my first hint of what's going
on. "Apparently, you sent this notice to our home, Mr. Gordon," Mr.
Raymond says in the emphatic, deliberate manner of a trial lawyer.
"Yes, I did," answers Mr. Gordon.
"Do you want to explain to me and my wife what this is," he asks
as if setting some sort of trap. All of a sudden, the tension in the room
is ubiquitous. How did this happen so quickly?
"Well, sir," Mr. Gordon begins with tense formality, "it is an
indication or a report to the parent that informs them of their child's
performance in class." Mr. Gordon places his hand over his mouth and
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thinks for a moment. "At the bottom of this report Is a recommendation by
the teacher of what should be done.
. . the next step." He turns to me
for support.
That’s correct," I say, "the form is pretty standard. I think
it is more of a preventive measure." The feeling of 'us' against ’them'
has taken over me now. I feel very uncomfortable.
"Waxt a minute," Mr. Raymond says abruptly, then looks at me
reprovingly. "Have you, Mr. Gordon, explained this so-called progress
report to the best of your ability?"
"Yes, I have," answers Mr. Gordon.
And you, Mr. Ceemore, do you have more to say about this form?"
Nothing except there are many of such reports going out this time
of the year. They are in no way permanent records."
Fine, he says. ’Now, I want to say a few things myself. And,
I want you to listen very carefully. ’Cause I don’t want to take off my
job again to come to this school over something .like this." Mr. Raymond
is very emotional; his hands are shaking. "I have four sons, all of which
have come through this school. Paul, the one here now, is the last one.
The other three dropped out of this school here because of notes like this.
Now, I don’t mean to blame you people for the other three because they
ain't ever cared much for school. But, this last one, I intend to help
him in any way I can to get his diploma. He even talks about maybe going
to college. I ain’t never had one to talk like that." Mr. Raymond stops
to compose himself some. We are stunned by his force. "Now, when my wife
and I received this report about the boy in his math class, we went to him
immediately to ask what this was. He told us that he had tried to do the
258
work but he couldn't do it without your help, when he came to you for help
you told him that you didn't think he could do it." He points his finger
at Mr. Gordon. "And 1 won't have any teacher in this school telling my son
that he can't do it! You understand what I am saying. Teachers are here
to teach.
.
. to encourage the student I"
"Mr. Raymond,” interrupts Mr. Gordon, "I think that there has been
some misunderstanding here. I never told Paul that he couldn't do it . . .
"Wait a minute now," Mr. Raymond cuts in, "I am not finished. So,
on this paper, you indicate that he should get into a slower class. Not
only did you tell him, but you are telling us that you don't think that he
can do it. I think he can do it. His mother thinks he can do it. Now
what kind of teacher do you think you are telling a student, who we all
know can do it, that you don't think he can do it?"
"Mr. Raymond, you have mentioned a lot of important things here,"
I say, "and I think we can get to the bottom. ..." I am stopped in the
middle of my sentence.
"And, you Mr. Counselor," he comes back almost like he didn't hear
a word. "Do you know my son?"
"Yes, I do," I answer, knowing that I will have to go with him.
He is much too emotional. It could get out of control even more.
Well, if you do, then you would know that he needs special en-
couragement and a push I Especially when you know that his older brothers
^11 dropped out I What are you supposed to do around here anyway?" He is
now glaring at me. "Now am I right?" He says it again. "Am I right?"
I am beginning to shake myself. I can barely swallow. I say, "I
think I know what you are trying to say, Mr. Raymond." I am totally
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disoriented. There is too much happening. This guy is really hurting. I
am struggling to understand this, but I can't. I am hurting too.
I notice that Mr. Gordon has opened up his grade book to look at
what Paul has done so far this year. He says, "Mr. Raymond, as I look
book, Paul just hasn't done well on the first few tests."
Mr. Raymond is almost ready to repeat his attack. "But," Mr. Gordon
cuts in, that is not to say, that he will not improve."
He will improve, now won't he I" Mr. Raymond says in a threatening
tone of voice.
I am sorry," says Mr. Gordon, "there's no way that I can guarantee
that. I just can't."
"If I may say something here," I interject. "I would like to point
out that Paul has not been removed from the algebra class as of yet. Mr.
Gordon's comments at the end of the progress report were not a mandate.
Let's try to look at this positively. I think that we can create a program
for Paul with special tutoring, both with Mr. Gordon and another tutor,
depending upon who is available." I turn to Mr. Gordon to see if he is
in agreement. He is with me. "So, I suggest that we keep a close watch
on Paul's progress through weekly reports. How does that sound?" I des-
perately hope this helps.
"That would be wonderful," says Mrs. Raymond who has been silent
all of this time.
"Mrs. Raymond," says Mr. Gordon, "I think that we can get Paul
going on his algebra. Really I do." Mr. Gordon now appeals to Mrs.
Raymond. "I am quite sorry if I gave Paul the impression that he couldn't
do it. I honestly can't remember saying that."
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"I certainly hope not, Mr. Gordon," she says.
Mr. Gordon continues, seemingly more calm. "The kids come to me
with such varied backgrounds, you know. Some of the kids have already
had quite a bit of algebra when they enter my class. ... In fact, the
class that Paul is in is a very fast class. As I think back on it, it is
possible that I might have mentioned that another class might be better
for him. But, I in no way meant that he couldn't do the work. Believe
me. It's against my principles as a teacher."
Well, I am glad Mr. Gordon," she says, "I really am. You see, I
did not want to come here alone because of what used to happen with my
other boys. I would just feel so horrible. Yes, I know that the other
boys weren't good students, but I didn't think that they were bad boys.
I would try to tell the teachers that they needed encouragement
,
but it
didn't work." She now gazes over at her husband. "Oh, I don't know, I
just got to the place that I didn't like to come to the school. Just the
thought of it would depress me." She laughs nervously now. "I felt so
uneducated and stupid. You see, he and I never finished school ourselves.
We always felt that we would go back, but with the kids and all. So, when
we got that notice, I thought we ought to see about it, but I wasn't going
alone. No, I just couldn't face it."
"I am very glad that you came," I respond with sincerity. Hearing
her words, relax me some, although not completely.
"You're welcome to come at any time to see me, Mrs. Raymond," says
Mr. Gordon. He now is looking at Mr. Raymond who seems somewhat less upset.
"And, you too, Mr. Raymond." Mr. Raymond doesn't respond.
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"I will see Paul very soon to talk with him about the possibility
of going on to college," I say, speaking to both of them. "At least, we
can get to know each other better. And, if he wants to go to college, I
will do everything I can to help him achieve that goal." Mr. Raymond
looks at me when I say this.
"That is more like it, gentlemen," Mr. Raymond says. "My boy,
Paul, is a good boy. I think you'll like him." He gets up out of his
chair and motions for his wife to do the same. "So, we'll be hearing from
you on a weekly basis, am I correct?"
"That's correct," I say.
"And, Mr. Gordon, that is your name is it not," Mr. Raymond con-
tinues still carrying the sword. "You will find that my son is going to
be one of the brightest math students you have ever had." He now stares
at each of us individually for a couple of seconds. Then, he puts out his
hand, obviating a gentlemanly handshake, negating our last few minutes
together. It is not friendly. Though I am reluctant, I reach out to
shake his hand. Mr. Gordon does the same. "Good day, gentlemen, I look
to hear from you." Mr. Gordon smiles, with fluttering cheeks, to say
goodbye. I offer to show them out of the building but they refuse, saying
that they can find their way.
I return to the office almost completely devastated. It's like I
have just gone through a hurricane. I am visibly shaken. Mr. Gordon looks
at me shaking his head in total amazement.
"That guy is really crazy," he says, "I mean, I really feel sorry
for his kids." He is letting off accumulated steam now.
"I still am not really sure what happened," I respond holding my
forehead in my palm. "I know that I have a headache. That one got me."
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"Not only that," Mr. Gordon continues, "but his son is one of the
biggest scre»-offs in the class. That is one of the reasons that his math
suffers. The other reason, of course, is that his background is one of the
weakest out of all of my classes." He stands and walks to the window to
look out. He then turns to me and says, "But, how do you tell someone like
that the truth. I mean, I have had some conferences with parents, but this
one takes the cake."
Well, for sure, it stands out in my book as being one of the most
disturbing. ... Do you think he can do it? Paul, I mean." I am still
trying to sort out my thoughts.
"He's going to have to work really hard. He just doesn't have the
math background." He shrugs his shoulders and says, "Who knows?"
That's true.
. . so true." I can feel myself beginning to calm.
The thought of going home brightens the moment. "It's about that time,
don't you think?"
You d better believe it," says Mr. Gordon, "and thanks for your
support, Charles. I don't envy you at all having to deal with this kind
of stuff all day long." He is smiling now. "Cheer up old buddy, tomorrow
is another day."
"Listen, we will get together soon to discuss the format of the
report. ..." I am not thinking too clearly. "Oh, and can you arrange
some tutoring help for Paul, starting as soon as possible?" I want to get
those two things going because otherwise this situation will possess me
for the next day or two.
"Oh, that's no problem at all. I have lots of ideas. I think it
is really up to Paul." He thinks for a moment. "Look, I will see him
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tomorrow and we will arrange a good time for both of us. We'll know more
by the end of the week. I’ll let you know, okay?"
Thank you, Tom," I say with a reassuring smile. "Together we
will work it out." I get up to walk him to the door. Right now, I feel
very glad that he is with me. We have gone through a lot together over
the years. Today takes us even further. I know that he will do his best
to help Paul. That alone makes me feel better. "Take care, my friend.
I will see you in the morning."
"Good night." Mr. Gordon places his hand on my shoulder as he
bids me 'until the morning.' I am calmer now.
I am organizing my desk for the last time of the day. Sorting
through the various piles of paper on my perpetually-cluttered desk, I
can t help but recall the events of the day. This morning seems so incred-
ibly distant. As predicted, the day was repletewith the 'unexpected.'
Yat, no matter how much I know this about my job, I continue to be amazed
by this reality. My meeting with the Raymonds and Mr. Gordon is a case
in point. I, literally, walked into that one blind. Consequently, it
will probably stay with me for a while. Here is a living example of my
taking the job personally. And, I am not at all sure why. I feel pretty
mixed up about it right now. I think it has something to do with feeling
for everyone, including myself, simultaneously, and not knowing what to do
about it. It is not the first time that I have been in a situation like
this, but I can't remember feeling so utterly helpless. Maybe it's because
I am tired. Maybe there was nothing more to be done. Oh well, probably
the best thing that I can do now is try to clear my head. My thoughts are
racing in multi-directions. This is a message that says: it is time to
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take care of ’me' now. Otherwise, tomorrow will be just a long, extended
today. More than that, I know that tomorrow deserves a fresh 'me' and so
do the people I work with.
Walking through the corridors, I can almost hear the faint echoes
of the day's activity. It is calm. It is a very much needed calm. The
building is nearly empty I think. It feels so strange when empty. It's
almost like it takes on a life of its own. You become aware of it's struc-
tural elements in a completely different way. I often notice things about
the building that are impossible to notice when it’s full. For example,
I have just noticed some footprints that walk up the wall towards some
newly inscribed graffitti. Though I find it quite humorous, I know there
will be something in the bulletin about this tomorrow or the next day.
Glancing from my left to my right, I become aware of the columns of ad-
joining, vacant classrooms, facing one another along the corridors. Each
classroom contains its own set of even rowed desks, which reinforces the
linear arrangement of the school. But the emptiness is more tentative
during this time of the day. It's almost like the building and its
classrooms also need a rest, a time for rejuvenation. Yet, at the same
time, one can still feel a definite presence of some kind. I have had the
same sensation when experiencing an empty athletic stadium. You can al-
most feel, or even see the people. Well, an empty school is the same.
Though it appears to be empty, it never really is.
Reaching the outside, I am immediately refreshed. Again, I had
forgotten the beauty of the day. It is so simple really to just walk
outside. But, sometimes, it is the most difficult thing in the world to
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do. I look across the playing field and I notice the drilling football
team. "One two, one two, one two.
.
.” they shout with forceful energy.
Closer to me on the right, I see the cheerleaders working out what looks
like a new routine. How graceful they look as they leap up with arched
backs: I remember when I had that kind of energy. I could go on and on.
It's beautiful to see. This image stays with me as I drive off the school
grounds, ending a day in the life of a secondary school counselor.
Summary
We have just completed Part I of the simulation. We have looked
at one example—one full day—of what it is like to live in secondary
schools as a counselor. To say the least, there is a great deal happening,
usually all at the same time, involving all members of the school commun-
ity. We have seen that counseling is really an encounter with self, be-
tween self and others, and between self and the secondary school environ-
. However, we could not get a feeling for the accumulative effects of
this process over a period of time. In other words, the differences between
counseling in the early fall and late spring, within one academic year, is
quite similar to the differences between the early morning and late after-
noon on any given day. Yet, we could get some idea of the diversity, as
well as the sequence of experiences, that secondary school counselors may
have. It is important to keep in mind, though, that this simulation is
based upon the writer's experience—a single point of view, and that each
day, in terms of experiencing life in secondary schools as counselor, will
always be different from any other. Let us now move on to Part II of the
simulation (Chapter VII)
.
CHAPTER VII
SIMULATION—PART UTO
In Chapter VII, we will present Part II of the simulation. Using
Part I as our point of reference, we will conduct a discussion of the ways
in which the notion of complementarity is useful in achieving greater coun-
selor effectiveness in secondary schools, as well as some of the areas
where it is not. At the fisk of overlooking many important aspects of
Part I, which is quite vast in potential topics for discussion, we will
limit ourselves to important themes, trends, and ideas that can possibly
be helpful in overcoming the counselor's dilemma. We will also focus on
some of the ideas presented in earlier chapters, particularly in Chapter
V, in the context of day-to-day living in secondary schools. In essence,
we will look at the notion of complementarity and its various parts in
practical terms. So, let us begin Part II of the simulation— "A Discussion."
Part II
Setting : Same Place, one hour later.
Participants : Same as Part I.
Topic ; Same as Part I.
Activity : A Discussion of the tape, "A Day in the Life of a Secondary
School Counselor."
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Facilitator ; Well, what are some of your immediate reactions to "A Day
in a Life.
. .
Par^: I am exhausted! It reminds me of my days when the kids were
small. Very, very interesting.
Student: I never knew what a counselor went through everyday! I learned
a lot. I really did.
Mpinistrator : I wish I had about four of that kind of counselor. I
think we could really get some things done. It reminds me of some of
my days. Just impossible to stay on top of everything that comes your
way. He did a pretty good job, though, from what I can tell.
Counselor : I have lots of questions! I also got some new ideas that I
can't wait to try. I found myself saying that I don't agree or I
wouldn't do it that way. Then, complementarity would not allow me
to stay there too long. I would then try to listen to see what I
could learn from this guy.
Paren t : I had the same reaction. At first, I found myself saying well
I would do it differently. Slowly, I realized that his range and
scope would naturally be different from mine. It helped me under-
stand some of the conflicts in my own family. I gained some new in-
sights into my teenage daughter who has been driving me up the wall!
I don't know; there is just so much.
Teacher ; I can't wait to get back into the classroom to try some of this
stuff out. In a way, it is almost unbelievably simple, you know what
I mean? You know how we all take communication for granted or the
understanding of another person? Well, I realize that I have done a
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pretty good job with some of my students and I am not that horrible
in relating to people. I thought Mr. Ceemore took on a whole lot.
Much more than any counselor I have ever worked with. I wonder if
it is realistic to expect counselors to get involved as much as he
does
.
Administrator : That's uhy 1 said I wish I had four like him. It might
be too much to ask of one person. I feel the same way about my job!
I really do.
Facilitator ; If we can, I would like to go over the whole thing all to-
gether. As we go through each section, try to focus on the idea of
complementarity in terms of its usefulness. And, as important, keep
your eyes open for instances where complementarity is not very help-
ful. And last, because there is so much here, let's try to focus on
the counselor's scope and range wherever we can. If possible, try
to note the ways in which the counselor experiences the environment
of the school in new and different ways, his attempts at seeing as
others see, and the ways he learns from the complementary ways of
seeing of all the members of the school community. You remember we
talked about these things last week as being possible ways for the
counselor to see more or maybe differently in order to overcome some
of the effects of the counselor's dilemma. Let's begin with the
'Before School' section.
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Before School
Mmiiiistrator : Well, I could really identify with some of Mr. Ceemore's
observations of the school before the first period of the day. It's
different from any other time. Of course, I am usually too busy to
appreciate a lot of what is going on. Mr. Ceemore, on the other
hand, seems to be making mental notes as he moves through the school
environment. I suppose that has something to do with experiencing
the environment, doesn't it?
Teacher : Yes, particularly when he says, "Today will be quite different
from all the rest," he is opening up for something new. I have felt
that way myself. ... It can be excitingl
Student . I was thinking about my own high school and the various groups
that hand around the school. It's really true. Most of my friends
meet near the gym before school. And, we are usually. on time. Yeah,
and I know some kids who don't care if they are on time or not. I
always sort of thought that was stupid though because you always get
hassled when you're late.
Administrator : That’s where I usually come in. We have all kinds of
things we try to do to remedy this problem. But, I must say that I
see it a little differently now. You know, I am trying to see this
thing from the student's point of view even though something like
tardiness is difficult for me, especially when there are rules and
regulations that we must adhere to.
270
Par^: You have a good point. That has been one of my main concerns
throughout our discussion of the notion of complementarity. I mean,
to me, it's a great way to look at things, but aren’t there those
times when things are right
,
or even more, when they are wrong ? Like
being late for school is not a ’cool’ thing to do, or am I judging
now?
—
^
-
ilitator : That, of course, depends upon your point of view, doesn't
it? For some kids, it is the 'cool' thing to do.
Parent: Okay, but I am still struggling with that one. I can think of
a lot of things that my kids think is good but I just can't go along
with it.
T think it is important, as a parent or a teacher or anyone, to
express your point of view. There are certain things that you cannot
condone in your children, for example, but that is your way of seeing
it.
Parent
. Hmmm. I am getting it now. One minute I understand and then
the next—nothing.
Counselor : For me, what was interesting is how Mr. Ceemore talked about
organizing his time. In other words, his scope and range of what
'efficiency' is all about changed over time. He finally came up with
a balance that works for him. Also, his comments about the connec-
tion between what he learned in graduate school and what the actual
job of counseling is all about were very interesting to me. The
scope and range of counseling in graduate school, using the terms
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from complementarity, are very different from much of what goes on
when one is actually on the job.
Facilitator : I too found that most interesting because that is what I
am interested in at the moment. How does one narrow that gap? Or,
how do we, as counselor educators increase our scopes and ranges so
that we know more about what a practicing counselor in secondary
schools in fact does? Theory, I am sure helps, but there are many
things missing. Well, let's go on. Your comments so far have been
excellent'.
Period I
Administrator: We all know the importance of that first cup of coffee
in the morning. In that way, Mr. Ceemore and I see in the same way,
believe me.
Counselor : I was moved by his comments about his secretary. I have sim-
ilar feelings about my own. It's difficult to describe the feelings
about someone who you care so much about~and, who looks after you
and your way of doing things. Mr. Ceemore obviously appreciates Mrs.
Robeson and he lets her know, which, I think, is as important.
Parent : Well, I have been a 'Mrs. Robeson' in a job and I am probably
that in my own home right now. It's great when people appreciate
you and know what a difficult job it is. But, it is pure agony when
you are just taken for granted. Mr. Ceemore tries to see things from
Mrs. Robeson's point of view which I liked. That feeling, I think,
was mutual between the two.
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Facilitator : I am glad that this point has been brought out. To me, the
office personnel is extremely important in conveying the dominant mes-
sage or theme in the office. In other words, if the office is one
that champions openness, warmth, and respect for the individual, it
IS often the secretaries or receptionists who can best convey that
message. We all know that upon entering an office for the first time,
the secretary or the receptionist gives us our initial impressions of
that office, along with the decor, etc. If this encounter is good,
we are more likely to return. If it is not good, well, most of us
would be reluctant to return. Carkhuff, in his book. Helping and
j^man Relations
, talks about the importance of the setting of the
helping agency as having constructive or destructive effects upon a
student s motivation to continue in the helping process. So, the
idea I picked up in Mr. Ceemore’s relationship with Mrs. Robeson is
that there was a sense of "Humaneness,” and warmth. Mr. Ceemore
seemed to respect her as a unique individual who had a very important
job to do. And, the feeling, I think, was mutual. This feeling of
harmony between two people can be generated to others in the office
as well. I had a sense that this might be happening.
Teacher : Another thing about Mr. Ceemore that I found interesting and
I learned from is how he was always in the process of solving some
problem. For example, the tenth grade thing. He was trying to probe
his own experience to help him through a very troublesome area. In
other words, he was trying to discover the scope and range of the
average tenth grader, but to no avail.
273
Counselor : Yeah, and I liked the idea of asking the students for help.
That was a stroke of genius. I want to figure out how I can do some-
thing like that myself. It makes sense to find out from students how
they see things. I do this in some ways but not as systematically.
The information you can acquire is invaluable.
tudent
. I don t know, I think faculties would be surprised to know how
much we can help solve some of the problems in schools. My friends
and I talk about that kind of stuff all of the time.
Parent : Don't school people usually do this? I would think that this
would be one of the first things a faculty would want to do.
Ituder^: Not at my school anyway. Also, I think it would be good for
kids to know more about what the faculty thinks and sees as problems.
It's like the students trying to see like the faculty in a way.
Administrator : Hey, that gives me some good ideas. I just thought about
forming a student-faculty committee to look at some of the discipline
problems at the school.
Facilitator : It sounds good.
Parent
. I wanted to point out how Mr. Ceemore's conversation with Mrs.
Crane was a direct example of his trying to see some parts of her
world. I think he picked up on her sense of loss admirably. Having
been in that position, I very much appreciated what he did for her.
Teacher : I got the feeling that this particular parent, though unique,
fib into a much larger picture, or scope and range in Mr. Ceemore's
head. He seemed to know a lot about the homes of adolescents. Yet,
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he tried to be helpful to Mrs. Crane by reassuring her that her son
was not that weird. But. her story was just one part of a larger
network. It was here that I felt that complementarity was at work.
Mr. Ceemore needed to find out more from Fred, attempting to get his
view of the problem.
Counselor : Mr. Ceemore’ s questioning process is very disturbing to me.
Some of those things I’d rather keep buried deep in my subconscious
somewhere. For example, all counselors know about the number of
students that they just are not serving. It really isn’t a popular
topic at all. What to do about it I don’t know.
Stud^: At my school, the kids who go see their counselor are either
going to college or they want to change their class schedules. Other
than that, most kids don’t go. This guy, Mr. Ceemore, reminds me of
this English teacher at our school. If the kids go to see someone
about a problem, it is usually Mr. Cass. He’s really nice.
_
Administrator ; I can think of a couple of teachers like that myself.
They are a tremendous asset to the staff, believe me. But, right
now, I am wondering how we can facilitate more of this kind of thing
in the counselor’s office.
Teacher
. How about it happening in both p.laces? I really was feeling
for Mr. Ceemore by the end of his day. Just think of a school where
staff was involved on some level in the helping process. What a
schooll
Administrator: What a dreami
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Facilitator : 1 don't know, maybe this Idea is not too far-fetched at all.
Let's move on if we can. There is a lot more.
P
_
arent : I had a comment to make about Betsy, Mr.
ment. But, I forgot what I was going to say.
Ceemore's first appoint-
It
' 11 come back.
Counselor . To me, I think Mr. Ceemore was being taken for
I experience this kind of thing all the time. I mean,
each time to that sort of request, that's all you'd be
course, that is only my point of view.
a ride by Betsy,
if you gave in
doing. Of
Student: That is interesting to me because at first I felt the same way.
I know students who make up stories to get out of certain classes or
some homework assignments all the time. But, then, I thought that I
have had classes that were not working out at all. Why can't you go
see someone about it? Well, I never did because of the rules. We
weren t supposed to do that. I don't know, both things are possible.
Te
^
acher . It seemed to me that Mr. Ceemore knew Betsy pretty well. So, I
assumed that he would be able to tell if she were putting him on. Of
course, one never really knows, right? Isn't that what complementar-
ity tells us?
Parer^: I remember nowl What impressed me about Mr. Ceemore in his deal-
ings with Betsy was that he had a historical view, of her. He knew
something about her way of seeing, her directions of growth and matur-
ation. To me, that was very striking. I have a daughter, for example,
who, when she got her braces removed, experienced a metamorphosis.
She was very hurt when nobody noticed. Mr. Ceemore noticed.' That is
really seeing where it counts.
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Facilitator : It seemed that Mr. Ceemore was more relaxed about some of
the troubles he got into with Betsy during the interview. Perhaps
it could have been that it was still the first period of the day.
As we all noticed, things began to change as the day progressed.
Yet, his more relaxed acceptance of their difficulty in communicat-
ing suggests that he knew a great deal about her. I think he mentions
somewhere that they had developed a trusting relationship over time.
Also, from my point of view, Mr. Ceemore seemed to want to sustain
judgment about what was actually going on until he talked with the
teacher, or obtained the teacher's point of view. This is recognizing
the importance of complementary points of view of a given situation.
Are there other comments about Period I?
Teacher : How could we forget Mrs. George? I thought she was great. I
can t count the times that I was in her position. I know the feeling
of 'who can I turn to?' Those times, you really need to talk the
whole thing out. She was very lucky to have some one. She was also
very brave I
Administrator : That is a curious word to use, brave
,
but I think I know
what you mean. I feel very much like I want to help teachers in this
way. But, when they see me come into their classrooms, they immedi-
ately assume that I am checking up in some way. It might just be
built into the role of the administrator. I do think though that they
need someplace to go to talk about the things that happen in their
classrooms. I liked the notion of teacher support groups.
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Stu^: At first, I couldn’t believe that a teacher could really feel
that way. And. it was almost like Mr. Ceemore was treating her like
he would a student. But, then I thought about how some students can
treat substitute teachers. They really have a hard way to go. I can
remember a couple of times when the students, myself included, really
made this one teacher cry.
Par^: It can be a terrifically scary thing to do, teaching. Standing
up in front of all those kids each day can make you feel very insecure
And, if you don't have anyone sharing the burden, that can be rough.
I don't know, high school kids, it seems to me, can be a tremendous
challenge. These are just thoughts from the top of my head because
I have never done it. But, I do have these kids around all of the
time and they require a lot.
Counselor
. Yes, they do. And, I think it is because they require so much
from each of us that we don't have the time to see how the other fel-
low is doing. Mr. Ceemore talks about that when he says something
like we can barely stay ahead, if at all. I mean, my first reaction
to Mr. Ceemore and his relationships with teachers was: Great I But
who has the time? Then, it occurred to me that teachers could be a
help to me, which could in the long run give me more time.
Facilitator : Yes, this gets at the dream that we talked about earlier
where the whole staff can help in the counseling process in some way.
Perhaps this is what Mr. Ceemore was working towards. It is certainly
a possibility anyway. Let's move on to the next period.
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Period II
Student: Mona sounds like one of my good friends. She just doesn’t know
what she wants. I have tried to help my friend out a few times and
it can be murder.
Administrator : This case is a tough one. I was particularly interested
in the way Mr. Ceemore, as counselor, would handle this kind of stu-
dent. I usually have many students in my office who have either cut
class or just plain hate school in the way that Mona does here. It’s
a real mystery what will help these kids.
Paren^. Again, what was apparent here was the historical perspective.
Mr. Ceemore seemed to have somewhat of a grasp of Mona's scope and
range her way of seeing. Of course, the history wasn’t very helpful
at this particular meeting. When Mona says, "Please, don’t tell me
to keep trying.
,
you get the feeling that something new was happen-
ing.
Counselor : What I got out of this case is no matter how much you think
you know a student, each time you spend time with them it is a new
and different thing. Could that fit into experiencing the environ-
ment in new and different ways? That sort of makes sense to me. It
can go on every minute of the day.
Facilitator : Yes, that is a very good way to put it.
Student : I think it was good for the counselor to share some personal
thoughts with the student. I think she needed to know that Mr.
Ceemore, as a person, cared some about her right then and there.
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Again, that reminds me of that English teacher at my school. The kids
feel like he really cares and he shows it by talking about himself
with us.
T_eacher ; I am glad to hear that from a student. I often talk about my-
self with my students, but I sometimes feel that it's not the best
thing to do.
Parent ; We need to make a human contact with these kids. I think that
IS what's needed. I am not sure if it is a matter of openness all
together. The kids need to know that we care. Mona needed to know
that someone, namely Mr. Ceemore, really cared. I think it would
have destroyed her if he had said something like it is my role or my
duty as counselor to help you.
• I must admit that Mr. Ceemore' s way of dealing with Mona was
a bit threatening to me. I at first rejected it. I mean, I was
taught that you keep your personal feelings out of the helping proc-
ess. After listening to your comments, I've become a bit confused.
I do know that I will for the moment stay with my way of counseling.
But, it does offer me something different to think about.
Facilitator ; Your comments are well taken. Each counselor does it his
or her way. There is no need to justify what seems to work for you
in the counseling process. However, I do think that genuineness or
authenticity is what is important here. In other words, a person can
'play' at being open or self-disclosing. On the other hand, a person
can genuinely say that I am not comfortable doing this or that and I
think it will be accepted. Are there further comments about Mona?
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Teacher: I think Mona Is a student who would present a real challenge
to us all. She’s terrifically bright and Is not easily satisfied
with some of the not-so-well-thought-out things that we do. She
makes us think and work a bit. Even though 1 am a bit worried about
what will happen to her, 1 thought the encounter between Mr. Ceemore
and Mona was an act of spontaneous sharing between two people. I
liked it I
Administrator
. I can think back on my own school experience over the
years and I have seen several Mona's come through. I agree with Mr.
Ceemore that schools generally don't do much for this kind of kid.
I read somewhere, I think it was Glasser's book, Schools Without
Failure, where most drop-outs get turned off from school by the time
they are ten years old. I can remember when I first read that I
used it to make myself feel better. But, now I am wondering if we
are overlooking something? Can we do a better job of trying to see
as student's like Mona see?
Parent
. I have just realized another example of where complementarity
can help us. It s here where Mr. Ceemore talks about one group blam-
ing another for the rising drop-out statistic. Perhaps if we tried
to better understand the points of view of all of the various groups,
especially potential and actual drop-outs themselves, we'd know a lot
more than we do now. It's at least a place to start.
Facilitator : That's a very good example of how complementarity can help.
Thank you for that. Let's move on, shall we?
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CoslS^: I an. sura most of you didn't appreciate Mr. Ceemore's comments
about college applications like I did. Or, I should say that most of
you probably didn't understand the Importance of these comments In
the same way as I did. At any rate, what I am trying to say Is that
a counselor’s scope and range must include somewhere along the line,
the old college application. They can be a painful experience, really!
It’s something that we as counselors have to take a look at more care-
fully. The time involved doing these things is incredible. I mean,
when I think about freeing myself to explore the environment and see-
ing as others see, it immediately gets blown away like dreams in the
wind. The reality is that I just don’t have the time.
JA^flft:ator : Does the idea of seeing students in groups help in anyway?
^unselor : Well, that’s what I want to try. Maybe. I am thinking of
some things already that might work. For me, Mr. Ceemore’s organiza-
tional planning and time management schemes were very thought-provok-
ing. I don’t see me working in the same way, but at least, he seems
to be willing to experiment. That, I find exciting!
Facilitator : Good. Are there other comments about period two before we
move on
.
Parent : It looks like our Mr. Ceemore carries on his work everywhere he
goes. His interactions with people have the same flavor as his coun-
seling sessions. What energy that must take! And, his encounter
with the environment in the hallway I found to be a good example of
making the familiar something quite new.
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Another thing. He seems to enjoy the people around him. That
really stands out. I mean from playing proud parent to the’ student
with the good grade on the English paper to providing a little sup-
port to a newcomer to the profession. Boy, I wish that he had been
around when I first started out. I can remember the only thing I
was sure about was my own inadequacy as a teacher. It would have
really been helpful to me to have someone with whom I could have
done some quick on-the-spot problem-solving with.
Administrator
: Let's face it. Teaching is a creative enterprise. Prob-
lem-solving is going on all the time. Having someone to talk to about
some of the problems in your classes is invaluable. You learn from
others and their experiences. Also, sometimes in just talking about
a specific problem you begin to see it differently. My dream—yes,
now I am the one who's dreaming— is that I can be of help to teachers
in this way tool
^
.^
^^l^tator : I hate to come off as the eternal optimist but it could
happen. I think, perhaps, the most important outcomes of the notion
of complementarity is that we can learn from each other no matter
what role we happen to play. Let's look at Period III.
Period III
Counselor : In the case of Miguel, I think Mr. Ceemore was trying too hard.
He really got himself all tied in a knot about this student. I think
if he could have told Miguel that he couldn't handle a program like that
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from the start, he would have saved himself a lot of hassle. I don't
know; I just get the feeling that Mr. Ceemore is afraid to draw lim-
its. I see what he was trying to do but I don't think it worked as
we saw later.
Parent. Maybe this is one of those times when trying to see as another
sees can really get you into trouble. Mr. Ceemore mentioned that
kind of thing himself when he talked about his tendency to move cau-
txously with kids from different cultures. Maybe he continues to
relive those awkward, embarrassing moments from the past, which have
a tendency to create cautiousness.
Administrator : With Miguel, Mr. Ceemore just didn't have the fluency that
he had with the other people he met that morning. Of course, I do
know that this is a serious problem that we all face in schools at
some point. I myself would be very reluctant to share with others
how I have handled similar situations.
Facilitator : You used the word fluency. Do you mean language fluency?
Administrator : Well, certainly that has something to do with it. Mr.
Ceemore kept feeling his own inability to communicate linguistically.
But, I think I mean something more. Upon reading the paper on com-
plementarity and, of course, our discussion that followed, it occurred
to me that the idea of everyone having his own point of view can be
expanded to include just about everything. That was quite a realiza-
tion for me. So, I guess my comment about Mr. Ceemore not seeming as
fluent with Miguel meant more than just the words. Or, with the
other students and teachers, he seemed to be able to understand their
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way, their personal manner, their way of expressing themselves, which
I suppose is language. He could get Into their space, really quite
easily. With Miguel, he struggled. The language barrier was prob-
ably the most obvious thing that comes to mind, but I don't think
that was all.
Par^; He did talk about the effect of culture, though.
M^nistrator : Yes, that's true. And, I am sure that has a lot to do
with it. But what I am getting at is that each person sort of has a
personal culture, if that makes sense, that we eventually learn about
as we get to know that person. I am not sure what I'm trying to say
here
.
Treacher : I am not sure either, but I find it interesting. It's like
each of us comes from a different culture, or each of us has a dif-
ferent culture. I don't know, maybe personal culture gets at it better
Anyway, it sounds like your impression was that Mr. Ceemore seemed to
treat Miguel very differently from the others somehow.
Adminis
_
trator : Yes, that's it. He really got uptight over this particular
interview. I mean, sure the language wasn't perfect but if he had
relaxed more, I think he could have seen more of what Miguel was see-
ing or feeling at that moment.
Counselor : I think he knew that things didn't go very well. He was pretty
honest about that almost immediately. Like him, I have lashed out at
others due to my own feelings of inadequacy many times. It's funny,
though, how easy it is to talk about these things from a distance.
The moment that they are happening to you, it's a totally different
thing.
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Facilxtator : Perhaps what is important here is to recognize that we will
all get into trouble at certain times in our interactions with others.
However, what we do afterwards can make the difference. Mr. Ceemore
was going to seek some help from the English teacher. There are a
number of other things he might have done as well. The main thing is
we have to move on, not being afraid to ask for help from others along
the way
.
Student : You know last week when we were talking about the need for
courage. Well, I think that is what you are saying now, aren't you?
Facilitator : Yes, I think so.
Parerr^. I would like to add a personal note if I could. X must say that
I know the feeling of becoming uptight with people from other cultures,
perhaps in very much the same way as Mr. Ceemore did. I found the
subsequent discussion about language fluency going beyond just the
word and the idea of personal culture to be very stimulating. How-
ever, I just don't know how easy or simple the whole thing is. I
think we talk like we know. But, if there is anything that comple-
mentarity has helped me relax about is the fact that we just don't
know.
Period IV
Facilitator : What are some of the interesting things you noted in period
four?
Teacher : First thing I noticed is that this guy Ceemore has tremendous
recuperative powers. I mean he gets right back into it.
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Par^: Yes, but you saw that he took time to pull himself together.
I myself am just beginning to learn how to do that. It can make
the world of difference in your ability to continue.
-
"inistrator : In theory, I know that a few moments of relaxation can
really be great, but I never think to do it on-the-job. Just that
little technique was good for me to see. I have a tendency to carry
my feelings from one situation to the next. By the end of the day,
I am a wreck sometimes. Even more, to give every student a fair
chance, you have to take the time to clear your head of thoughts,
and to relax.
Facilitator : That is an excellent point. In other words, if we are go-
ing to try to see as another person sees, then we can't be burdened
by our own thoughts. In the same way, if we are to get as much as
we can from the environment itself, which can be the environment
created by your next student interview, then we must try to be open
and receptive to each passing moment. Okay, so you might be having
a bad day, or like Mr. Ceemore, a bad interview, but you can't let
that take over. Personally, I like to take a walk; it always helps
me. What about Walter?
Student : I had a really good feeling about this interview. Can you
imagine what it must be like to come back to high school after you've
dropped out? I know some kids who wouldn't even think of coming back
even if they wanted to. Socially, it is a difficult thing. You can
really feel out of place. Anyway, I thought that Mr. Ceemore seemed
to understand that.
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— to Immediately get In tune with Walter. It's
SO easy to scare a student like this away.
Par^: Mr. Ceemore must have had quite a bit of experience working with
drop-out kids. I mean his range and scope of the school drop-out
must be fairly expansive, to use the jargon. This was a very criti-
cal time in Walter's life.- Mr. Ceemore seemed to treat it quite
sensitively each step of the way. To me, that suggests experience
of some kind.
Teacher : What stood out to me is that he liked Walter. In this liking,
he could appreciate where Walter was coming from. There was a gen-
uineness about the whole thing.
Counselor : It also seemed to me that things between the two of them
loosened up after they left the office. The office can, at times, be
quite restricting, or too formal. Mr. Ceemore appears to come alive
outside of the context of his office. Obviously, he prefers the
freedom to roam. I suppose I could get out of the office more myself.
Student : Well, sometimes when you are in the office, it's hard to relax.
I don't know if it's the same with some of my teachers within the
classroom, too. I feel so much better about talking about things
when the atmosphere is more casual, like out on the grass, or eating
in the lunchroom.
Administrator : Some of these students come to me when they are thinking
about returning to school, and I really try to find out if they are
serious. But, what I learned from Mr. Ceemore is that you can really
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'blow it’ if you come on too forcefully. Often, these kids are just
thinking about the idea. So, if you come on too strong in terms of
what you gotta do or should be thinking about, you scare them away.
For most of them, there is already an intense dislike of school.
What they need is a new beginning and hopefully, a positive one.
When the two of them made a tour of the school, I think this is what
Mr. Ceemore was trying to give Walter—a positive experience.
Facilitator : I was impressed by Mr. Ceemore ’s ability to get to know
Walter's scope and range of observations, particularly as they walked
around the school. In terms of effective programming for a student,
this process of getting to know the student's way of seeing his or
her education is crucial. In other words, if you take the time in
the beginning to do a more comprehensive job of knowing the student,
and this might include some achievement tests of some sort and inter-
est inventories, you will have fewer problems later on. Too often,
we just place a student in one of our already programmed slots with-
out really considering the individual. This is one of the causes for
the large numbers of drop-outs in high school.
Counselor : Well, I couldn't agree with you more. But, what about the
time factor? It could take up to a week to register one new student
properly
.
Facilitator : That's possible. I guess the next question one has to ask
oneself is: Is it worth spending the time?
Parent : I would definitely think so, particularly if you have some indi-
cation that a student might quit otherwise.
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Stud^: Why does it have to be a student who might be dropping out?
I'mat about students like me who are doing okay but would like some-
one to take the time with us too?
Counselor : Yes, we have to be fair to all of the students. There is
no possible way that I could spend that much time with one student
when there are so many more who need my help. It just can't be done.
Tea^^: Maybe the teacher could help here. In other words, maybe we
could help with some of the diagnostic work of the student so that
we would have more information to go on. In this way, the teacher
could get involved in the helping. Would that work?
Administrator : I like that idea. That's a real possibility. In the
case of the new student, we really don't have to rush. We can take
our time to do the job properly the first time. Otherwise, I am the
one who is plagued by student's cutting their classes because they
are not interested in them. I can punish them only so long. Then,
I begin to ask the question, could we have done a better job placing
this student in the proper program?
Counselor : Yes, it could work. But, there are still a lot of 'ifs.'
Facilitator : Unfortunately, at this particular time, we will have to
live with an abundance of loose ends. Yet, over time, with the coun-
selor as the hub, a counseling system can be developed that includes
all of the various members of the school community as integral parts
of that system.
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Aha. I am getting the picture now. Let’s see if I can say it
in my way. Okay, if the counselor gets help from the teachers in
things like student scheduling, that will give the counselor more
time for working with others. I can also imagine teachers helping
out in vocational areas as well. The point is that this will give
the counselor more time to get into the school environment to work
on other kinds of problems, or more pressing problems. With more
available time, the counselor can get more involved with teachers
which will help them with special problems in their classrooms. As
the teacher gets more help, particularly with the emotionally-related
problems of students, there will be fewer of these kinds of problems
coming to the counselor and, of course, to the administrator. In
other words, if the classes themselves are running more smoothly,
then the administrator will have fewer headaches within each day.
In the same way, the counselor will be less inundated with these
kinds of counseling problems, i.e. student- teacher conflicts, student-
student conflicts, etc.
Teacher : Wow. That is a great way of putting it all together. What you
are saying is that we can all help each other and in the long run, it
is to our individual benefits to do so.
Administrator : Just the possibility of doing some of the things I have
always wanted to do excites me. Right now, most of my day is involved
in handling discipline problems of some sort. It has always been my
conviction that I deal mainly with symptoms. I would like the time
to learn more about the causes of some of these problems. This kind
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of exploration no doubt overlaps into the counseling domain, but, to
,
that's where we have to go.
Facilitator : You have all hinted at an image of the school that I have
always believed to be possible. I have enjoyed your various points
of view. We are, of course, a long way from our various ideals. But,
that's all okay. My hope is that the notion of complementarity can
help us get there. Even more, I am suggesting that the counselor,
with the help of complementarity, can take a leadership role in making
the school a more "human" place to be. Before we go on to the next
sections, why don't we take a short break. See you in fifteen min-
utes .
Lunch
F_a_cilitator
. Let s now have a look at Mr. Ceemore's lunch period. What
are some of the things that you found interesting?
Administrator : His analysis of student groups as he stands outside of
the building I found to be "fascinating," using Mr. Ceemore's word.
Here is a clear indication of his range and scope of types of students.
Student : I am very aware of the groups in my high school. In a way, I
wish it didn't have to be like that. But, that's the way it is. A
couple of times, I changed groups and boy, was it hard. The friends
from the old group didn't want to be friends with me anymore because
they thought I had betrayed them. It's a weird thing.
Teacher : What I found to be interesting was how he seemed to be describ-
ing a syntax of group order o-r placement. It was something that he
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could recognize as he scanned the crowd. His questioning process
indicated to me that he was trying to view this environment in con-
tinually new ways, constantly on the watch for change. I observe
similar kinds of things in my classroom in terms of how the students
seat themselves. I usually let my students choose their seating and
they usually sit with their own group. Yet, I still have questions
about whether or not this is the best thing to do. I mean, is it
possible to help students understand each other better by making
some adjustments in the seating? I don’t know.
Par^: I recently reread Gordon Allport's, The Nature of Prejudice
. He
talks about our human tendency to group as having something to do with
our need for safety. Well, I asked myself: Safe from what? Allport
says that from a very early age, we develop a fear of the strange,
the different. For some people, this fear continues to grow, and
for others it sometimes disappears. So, as I was thinking about all
of those various groups, I wondered how much fear was a factor that
prevented them from getting to know each other. That is, considering
the notion of complementarity can help us out here. And, if fear is
a factor, which I am sure it is on some level, can we expect a student
from one group to be open and receptive to another whose scope and
range is very different.
Facilitator : I certainly can't answer that question with any authority.
I would like to believe that it is possible to some degree anyway.
I guess my overall feeling is that if the two groups knew more about
each other, they might discover some commonalities. But, then again.
maybe not.
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tudent : I know in one of my gym classes, I got to know this guy whom
I would never have gotten to know otherwise. His group was not one
of my group's favorites and vice versa. After that class though,
we went our separate ways.
~-^^^^ator : And, what did you learn from that experience?
Student : Hmm. I got to know someone really different. That part was
okay, but our groups did different kinds of things. It would have
been hard to do things together. I still see him every now and then,
though
.
^acher : I have had the same kind of experience myself. It's a fright-
ening thing to actively penetrate some of those barriers, believe me.
Besides, your identity is all mixed-up in the group you happen to
feel a part of. Not only that, but you are expected to behave in
certain ways as part of your group membership. Like Mr. Ceemore
says, teachers do it, communities do it, and whole nations do the
same kinds of things. For some, it is a matter of survival.
Administrator ; I think for the students, it is a matter of survival.
Facilitator : This for sure is a very complex issue. The solutions to
the problems of this nature will no doubt require more than comple-
mentarity alone. But, I think it can help. If nothing else, it can
give us a place to begin. In other words, if we can't see where the
next guy is coming from, what chance do we have to live in harmony?
Nevertheless, we are perhaps moving a little too far down the road.
Let's try to stick closer to the text here if we can. What other
things do you find worthwhile to mention?
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Cgunselor : Personally, I don't see it that way. I think the discus-
sion is very relevant to what Mr. Ceemore, myself or any other ed-
ucator goes through at some time. I understand what you are saying
but I think it is important to look at this more carefully.
Facilitator ; By all means, let us continue.
—
^selor : I can use the student, Ronnie Scott, as an example. Okay,
Ronnie feels that the teacher is discriminating against him because
he's black. Well, let's say it's true. What does Mr. Ceemore do
then? I don t think that Ronnie feels out of place for nothing.
There are lots of prejudices around; we all know that. So, if
Mr. Stern does not like Ronnie because he's black, where do you go
from there? I mean I am asking because I have been in this situa-
tion before. After a while, it becomes a viscious circle, where the
students get more outwardly hostile when they sense this kind of
prejudice in a teacher. Then, the whole thing just escalates I
Administrator : I feel that in fairness to the teacher he should first
be given a chance to give his story, trying to adhere to some of
the things we are learning about complementarity. I am not saying
that I condone racial prejudice or discrimination in my school, but
I do know that every individual has his reasons for feeling that way.
We have already talked about things like fear, group identity, sur-
vival. I think we should be willing to work with that individual
wherever we can. Now, it is definitely a different story if the
teacher continues to discriminate against certain types of students.
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We would then have to look at more drastic solutions.
— ^bout the kids? How do we help a Ronnie Scott deal
with teachers like this?
Administrator : From my own point of view, I would have to know the
student and the teacher and the situation to say really. I have
been speaking hypothetically, which is risky. Every situation is
different
.
Teacher : I think that if the counselor, or whoever, spent the time to
find out about the range and scope of the problem then that would
certainly help. For example, maybe Ronnie had had it by the time
he got to Mr. Stem's class. That too is a possibility. In other
words, maybe it is something the whole teaching staff, or the whole
school should be looking at.
Paren^: That is why it would be a good strategy to find out more from
Ronnie what his experience had been. It seemed that Mr. Ceemore had
spent sometime with him doing this kind of thing. Of course, it
is impossible to predict when these things will erupt. Yet, he,
himself, said as he watched the Third World students, that the sit-
uation between the Third World and the faculty would get worse be-
fore it gets better.
Facilitator : Yes, and I think that he had an inclination that this
particular incident might explode. As it turned out, his timing
might have been a bit off. But, even that we don't know for sure.
296
Also, I wanted to say that the racial issue is so emotionally-
charged that it defies any attempt to be analyzed in any rational
or even scientific manner.
Counselor ; But we have to understand it better I
Facilitator: Yes, I think so. But maybe the first step is to understand
ourselves better. And, as we become more self-aware, we may be less
fearful or threatened by the differentness of another human being.
Counselor : Well... maybe so.
Facilitator : Are there other comments to be made?
Student : I loved the description of the cafeteria. I didn’t know the
faculty complained about the food too. I mean certain days, it is
really badi
Parent : Again, I was impressed by the kinds of things he notices. All
of us know the importance of eating at lunch, especially for growing
kids. Yet, to pick up on the general eating habits of the student
population is something I wouldn't have thought of. Nonetheless,
it is very important. I guess what strikes me is how Mr. Ceemore
tries to look at the students holistically. The physical, the emo-
tional and the Intellectual are all a part of his perceptual field,
you might say.
Administrator : Unfortunately, he, like me from time to time, looks out
for others at his own expense. It appeared that after talking with
Mrs. James about that morning's disaster, he was near collapse. -
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Teacher: True, but before long he was at it again. Unbelievable’.
I would have to run and hide somewhere for a while.
Facilitator : Well, let's assume that everyday isn’t as strenuous as
this for his sake ^ ours. Also, it's important for us to look at
how Mr. Ceemore replenishes himself. He is always giving us a few
hints. I think these things are very important to keep in mind.
For example, he mentioned leaving his desk every once and a while
helps. We have already discussed the importance of quiet time.
Another thing that really seems to give him a burst of energy is
positive interactions with people, like with Walter and with Mr.
Jones. Speaking of Mr. Jones, do you have some remarks about this
conversation?
Counselor : I do. Mr. Jones reminded me of most counselors that I have
worked with, but maybe a bit more approachable. I really don’t
mean that as a put down of them, but I am probably saying more about
my way of seeing them and dealing with them. I used to feel good
about being the most popular counselor and I would probably flaunt
that. This guy, Mr. Ceemore, doesn't seem to be interested in doing
that. Pretty consistently, he is only interested in helping no
matter who he is dealing with.
Student : Is it that good to be a counselor to everybody though?
Counselor : That is an excellent question. I thought at one time that it
isn’t good, particularly with your colleagues. But, I can feel that
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I am beginning to shift my views. I suppose I still have some
reservations about getting involved with my colleagues' problems to
the extent that I do with students. However, there is a part of what
happens in counseling that can be applied to all of one's interactions
with people. You know things like warmth, appreciation for the
individual, listening attentively etc. I think what we are observ-
ing IS Mr. Ceemore the person, rather than Mr. Ceemore in the role
of counselor. The difference between these two ways of living in
a school is incredible. I know about this difference, but I don't
always know how to resolve the conflict between these two ways with-
in myself. I mentioned this kind of thing when we were discussing
Mr. Ceemore 's interview or relationship with Mona. I am reluctant
to be myself.
Parent
. I believe that we all hide behind our roles to some extent.
It's so much easier.
Counselor: Well, I suppose, but if we could look at the people at school
as being people rather than roles somehow I think we would be better
off. For example, some time ago a counselor in my office was really
having a rough time. Everyone sort of knew this; it was no secret.
Well, eventually things got better for him, but certainly not from
any real help from me. Do you know what I mean? I didn't really
try or commit myself to trying to help someone who really needed it.
I had almost forgotten this part of my past until Mr. Ceemore 's talk
with Mr. Jones brought all of that back. Even more, I felt a sense
of sadness.
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Teacher: I think I know how you feel. Yet, there seems to be a under-
lying rule that says: 'you can't help everybody' that affects us all.
Besides, we all get so busy with the kids, who has the time to help
a colleague? Or, so we say anyhow. Another thing that I always feel,
and I suppose that it's a rationalization, is that the grown-ups
in the school can pull their own weight or should be able to.
Administrator : I wonder who started that myth. I need all the help
I can get I
Student : Wow'. Most students would be amazed to hear all of you right
now. I mean they have no idea that teachers and principals have
problems like us kids have. We really don't.
Facilitator : I can remember feeling the same way myself. As a much
younger person I looked at my teachers, or any adults for that matter
as being like "finished products." Well, of course, now I know dif-
ferently. I just keep on having problems just like before, some-
times even the same ones.
Parent : It's the role business that gets us into trouble. If we could
relate more as people, than we'd find that we really do have a lot
in common. I like that part of the complementarity thing because it
transcends age, role, culture, the whole gamut. I think Mr. Ceemore
is a living example of what complementarity is all about.
Facilitator : Yes, and we must remember that his is just one way. We
all have within us the potential for incorporating the notion of com-
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plementarity in our ways of seeing, being, and relating to others.
Are there other coiranents about Mr. Ceemore's talk with Mr. Jones?
Administrator : Last week in our discussion of complementarity we talked
about the narrowing process, coined by Gardner, as being a possible
cause for the counselor's dilemma. If I remember correctly, we
said that after a while, we all become less aware of our familiar
environments. Well, I found that to be quite provocative. In fact,
that night on my way home, which is very familiar to me by now, I
started trying to see something new. I did things like instead of
looking to my customary left, I looked right. I became more aware
of things as they came into my view. What an experience! I saw so
many new things that I couldn't wait to get home to share them with
my family. So, anyway, I had a better understanding of how that
happens to me or anyone else who goes to the same place everyday. I
have shared all of that to make this point really. As I listened to
Mr. Jones' dilemma, his feeling of insecurity or whatever, it occur-
red to me that he could be suffering from the narrowing process, like
many of us. But, one of the reasons that this narrowing is so detri-
mental to school people is because they are working with young
people who, if anything, are in the midst of an expanding process.
So, if we are narrowing and they are expanding, - no wonder we are
having such troubles.
Facilitator : I am so pleased that you shared that. I hadn't thought
of it that way.
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Counselor : I wonder if it is too late for me?
Teacl^: Look, we are all going to have help each other expand, or at
least combat the narrowing that seems to accompany age. Otherwise,
we have all had it and not just the counselor.
Par^: You know, I have always said that my kids keep me young. Yet,
never really thought about what that actually means. The narrowing
and expanding idea is helpful.
Stu^: I think that most kids find most adults and most adult atti-
tudes to be rather old-fashioned, out-dated. At the same time, when
we find someone who is older, but who we can still talk to, it's
great. There is so much we want to talk about with someone who's
older. Usually what happens though is that most adults find the
things we do to be crazy, or bad, or immature. My parents always
say it is the generation gap. Whatever it is, it's strange.
Fa
_
c
_
ilitator : Yes, it is a bit strange in a way, particularly when you
consider that all of us were kids once. But, maybe that is where
some of the problem lies. In other words, say you are working in a
high school, and before you know it twenty years have gone by. For
many counselors, teachers and administrators, this is not unusual.
Well, when you first start out, there might not be such a gap between
your age and the age of the students. Yet, over a period of time,
this gap widens. Being surrounded by youth becomes living proof of
your own aging process. That can be threatening and it often is. If
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you can recall, Mr. Ceemore mentioned the fact that often adults in
the school can be quite ruthless in their dealings with high school
students. Inherent in many of these conflicts is a staff member's
own inability to deal with the aging process. This is indeed a
serious problem that goes way beyond the high school itself. We
all know that in America, for example, it is good to be young, not old.
Parent: Believe me I know what you are talking about. Not only does
the age thing get in the way but the changing values, morality codes
and just overall lifestyles of young people can be unnerving. They
represent change. I have never expressed it in this way, but that's
it. And, we all talk about how much we want 'change' and how much
change is needed, right? What do we do when it is staring us right
in the face? Squelch it.
Counselor : More and more I realize that we do have to get to know our
individual selves better. Even those of us who claim that we know
ourselves pretty well already.
Administrator : All of a sudden, I am feeling overwhelmed by those
things that keep us at odds with one another. You know things like
age, sex, race, values, role, religion, political party... These
kind of things can go on forever. For the most part, I have been
excited about this thing called complementarity, but can it really
help us? I wonder.
Facilitator : I believe that it can help, but complementarity is not
magic. It may help us see the other person more clearly which might
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increase understanding. It ma^ help us understand the importance of
learning from other's way of seeing. And I suppose that it has the
potential of helping us transcend some of those things that keep us
apart, bringing to bear those qualities that we have in common.
Then again, maybe not. We just can't be sure, which is again an
important aspect of complementarity.
Teacher : We gotta try!
—acilitator : I think so too. That is really all we can do. Are there
other comments about 'Lunch” before we go on?
Counselor : Yes. I wanted to mention Mr. Ceemore's talk with Mr. Rey.
From what I can gather, they are on opposite ends of the continuum.
Mr. Ceemore seems to be quite flexible and receptive to different
ways where Mr. Rey is the kind of teacher who adheres to the rules
religiously. It's obvious that they have different ways of seeing
it, which makes sense. But, for me, it was important to see Mr.
Ceemore relate to one of the less receptive type teachers.
Facilitator : How do you feel about some of the things that happened
in this talk?
Counselor : What impressed me is that Mr. Ceemore tried to stay within
Mr. Rey's scope of things. When he decided to stay in the cogni-
tive realm, he was staying with what he thought had meaning to Mr.
Rey. I probably would have missed that altogether. In other words,
I might have gotten too emotional about Mr. Rey's description of
304
Betsy’s performance in class, thinking that I wasn't fair to Betsy
or unnecessarily cruel. I don't know; I might have even taken it
personally. But again, Mr. Ceemore was trying to appreciate Mr. Key's
way of seeing, which I find more amazing each time.
Administrator : I also like the way Mr. Ceemore linked the emotional
thing to the academic. He was able to do sort of a quick in-service
program for a teacher. In fact, this guy seems to be involved in
staff development all day long, but very quietly.
Parent . I am not sure what you mean by in-service, but I think he was
able to share a part of Betsy's point of view in a way that might
be quite helpful.
Teacher : He seems to like Mr. Key for what he is. Hey, is there some-
thing in the notion of complementarity somewhere that says that you
gotta like people?
Facilitator : No there isn't. But, you are suggesting that it might
help, huh? Let's look at period five.
PERIOD V
Parent : Oh yes, here is a place where he is focusing on the physiologi-
cal parts of students. He is recognizing what we all know about our
bodies after we've eaten. But, I think what is nice is that Mr.
Ceemore uses that knowledge. In other words, he gives the students
a chance to readjust.
305
A^inlstrator: Well, it's possible that he feels the lull himself.
Parent : That's the best kind of empathy, isn't it?
Counselor : His comments about the seniors in the beginning I enjoyed.
It's true the feeling of warmth that you get when you realize how
much they've grown in such a short period of time. We rarely take
the time, as staff people, to appreciate some of the students as
people.
Student : Yes, and we feel that a lot tool
Teacher : I bet all of us have those positive feelings, but it is just
getting it out that's difficult. I for one am not that good at
saying: I think you are a fine person, or you've really grown
admirably'. Maybe it's because you don't want them to get a swelled
head. That's my upbringing though I think.
Facilitator : It is true that it is hard to share positive things with
one another. Now, we don't have much trouble at all doing the other.
However, the positive, I assume, is always there. It's important
that we bring those things out that we see as positive. The students
would love it and they need it
.
Counselor : I could use some myself.
Admlnis trator : I believe we all could. Why do we hold back so?
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Parent : It must have something to do with the way we feel about our-
selves. I know when I am feeling good or in a good mood. I have
no trouble saying positive things to people. But, what happens
when I am in a bad state of mind is another matter.
Student ; Yeah, that happens to me too. Certain days when things are
§oing well, like if my classes are going well, or my social life is
really good, everything looks great. I can say nice things to my
friends, even to my teachers. Then, there are those times when every-
thing is lousy. For me, when it's lousy, the whole world is lousy.
Counselor : From what I can tell, we all have those days. But, it does
seem to make sense that if complementarity is going to help a person,
then you have to be "up" enough to see the positiveness in other
people's points of view.
Teacher : Right. That's what I was getting at earlier, you remember.
Mr. Ceemore, for example, seems to be able to see the positive fair-
ly quickly. What about a counselor who isn't feeling so good and
hasn't for a long time?
Facilitator : That is a serious problem, I agree. What you are saying is
if you can't see the positive things in the environment or in people,
complementarity won't be of much help. Well, let me try to explain
how complementarity can even help here. First, let's say a counsel-
or who isn't feeling so good about life decides to use complementar-
ity as a frame of reference in his relationship with another, trying
to see or to feel so that other person, then that within itself can be
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a positive experience. Lalng, for example, talks about this kind
of sharing of experience as being the most genuine bond between two
human beings. I am sure most of us have had that feeling at some
point in our lives. It's similar to what Mr. Ceemore felt after
his talk with Mr. Jones. He might have experienced what Maslow
calls a "peak experience." Okay, one might say that Mr. Ceemore
feels pretty good anyway, but there is no reason why the same phe-
nomenon can't apply to others. So, the idea that I am trying to
convey is that complementarity can generate positive feelings. And,
^ while, it can become its own source of reward.
Par^: The more you do it, the more you get is what you're saying.
Facilitator : Yes, I think so.
S tudent
. I liked the way he was able to joke with the students. That
kind of thing is going on all of the time among us kids. It was
nice to see that Mr. Ceemore found humor there, and he wasn't
offended.
Parent : Yes, it really added. It's so true how much you can get from
every interaction with a person or a group.
Teacher : A couple of years ago, I might have gotten uptight in a situa-
tion like that. I have kicked some students out of class for doing
less. I don't know sometimes you forget that there are those other
things going on. You get fixated with your great lesson that you
are about to bestow upon innocent minds. Well, sometimes I find that
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it might be better to wait until tomorrow 'cause there's something
else happening. All one has to do is just look at or feel the
environment. It can really save you a lot of headaches, believe me'.
A_4gij-.^^strator : IJhat I got out of that moment was the spontaneity there.
You know I am beginning to think that we as staff people bypass much
of the joy that is out there just asking to be appreciated and en-
joyed. It can make such a difference in the atmosphere of the school
Siberman s book. Crises in the Classroom
,
he talks about the lack
of joy in most schools, but we can do something about thatl
Counselor : I agree. Even things that are normally thought of as drudg-
ery, for example, like that guidance information, can be a lot more
fun than we make it.
Student : We hate it but at the same time, we have to know about it. The
more fun you can make it, the better.
Teacher : I think we can help with this kind of thing in terms of stres-
sing the importance of certain kinds of decisions, deadlines and so
on. In other words, I never thought of it before but we could even
post things in our classrooms, or have class discussions.
Counselor : Listen, you can come to teach at my school any day I
Facilitator : Certainly, there are any number of ways that guidance infor
mation can be distributed which can save the counselor a great deal
of time. One thing that I became aware of is the number of students
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that Mr. Ceemore saw in one day. It's approximately twenty-five or
so. In a matter of a month, it is possible to see all of your stu-
dents, considering the average to be about 250 to 300 students.
Moreover, this allows the counselor to see them several times a
year, which, in the counseling world, is quite an accomplishment.
Of course, we must be careful because every school is different.
However, if we know more about the students themselves, in terms of
their scopes and ranges, then we will be able to program our time
accordingly. Mr. Ceemore, for example, is continually getting infor-
mation about what the students see as their needs. His scope and
range of the twelfth grade student was quite vast. As a result, he
was able to develop an appropriate program to try to meet some of
their needs. The same thing applied to the tenth grade students,
which seemed to be more of a problem for him.
Administrator : Those twelth graders went to work though, didn't they?
The ideas were steadily coming. I was really impressed with them.
Student : As I told you before, we have a lot to say. We just need
someone to listen. It's that simple...
Parent : Yes, so much of what we have talked about today is so simple,
but at the same time, very, very difficult I
Counselor : The thing I found to be clever on Mr. Ceemore 's part was
that not only was he finding out more about what might help the tenth
grade students, he was also discovering new parts of the scopes and
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raiiges of the twdfth graders. I could almost see that feedback
loop just buzzing away. It’s like the rich Just get richer!
Parent: Yes, that's a great way to put It. Yet, unlike with money, it
IS possible for all of us to get rich. ..on each other. Now that’s
the good life I
Administrator : I am very curious about the exchange between Mr. Ceemore
and Mr. O’Connor, the principal. It struck me because I am never
really sure what to do in cases like this. On the one hand I know
the dangers of a counselor taking on any type of disclinary role.
I have seen it happen when a counselor tries to discipline students,
he or she loses those students forever in terms of trying to re-
establish any kind of counseling relationship. Yet, I do know that
many of the discipline problems I deal with are counseling problems
too. Of course, this all depends on your point of view. I know that.
Mr. Ceemore usually has a line drawn distinguishing the two. I sup-
pose I do too when it comes down to it. In the same way, so does
Mr. 0 Connor. But, these are the kinds of things that breed tension
between staff members. It's a mystery as to what to do, don't you
think?
Facilitator : Even in situations like this where each party is emotional,
if one can remember complementarity, I think it will help. I admit
that it can be extremely difficult. And, furthermore, there will be
those times when complementarity just won't help. Yet, if we can
just stay away from evaluating each other, you know, who's right and
who s wrong, it's at least a beginning. Hopefully, you can come back
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later on and try to sort it out. In the case of Mr. Ceemore and
Mr. O’Connor, I think they may have a solid enough relationship that
they can get together to talk about what went on. It can frequently
happen in schools where people can meet each other at times that
aren’t condusive to positive interactions, even the best of friends.
The counselor’s world and the administrator’s world are quite dif-
ferent in terms of the things they do each day. Sometimes these two
worlds fit, and other times, they don’t at all. Yet, if we can
grasp an understanding of what the other’s world is all about, we
can know more about what that person is going through and possibly
make some adjustments in our way of behaving toward each other. But,
again, each situation is different.
—
^nselor ; Would it help to bring in a third party to help resolve these
situations?
Facilitator: This can be a very good thing, but it really depends upon
the parties involved.
Teacher : It’s like Mr. Ceemore said, we are all in the boat together.
If we could only realize that I think we would be easier on each other.
Parent : That’s what really amazes me about this idea. It seems to point
out that we all see any given thing in a different way. That we
have to accept somehow. In this acceptance though, we find, as we
get to know another’s way of seeing, that we really have a lot in
common. It’s paradoxical’.
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Facilitator
. ^
In Laing s book. Self and Others
, he talks about this
phenomenon. He points out that those things that we assume to be
^ public or universal reality turn out to be our most private
ways of seeing. Similarly, those things we assume are the most
private can sometimes be those things that we have most in common
with others. Carl Rogers shares this view as well.
Administrator t I have to think about that one for a while.
Student : I have had that kind of thing happen to me. It's like my
relationship with that guy in my gym class. There was a lot that
was different, which I expected, buy there was also a lot we had
in common.
Teacher : Yes, I know what you mean. It's happened to me too.
Facilitator : Okay. Are there further comments about period five be-
fore we move on?
Counselor : I learned a lot from this group experience. Just the scope
and range of subjects talked about, the various points of view, the
emotions expressed was very stimulating. At first, I thought Mr.
Ceemore had a lot of answers, which, okay, told me that this guy is
pretty good. But, I realize now that he probably has a lot more
questions than he has answers. And, he seems to be comfortable with
that. At the same time, he remains open to alternative answers no
matter where they come from.
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Parent : Yes, but he seems to end up with a new question every time. I
think his thoughts about Charlean are a good example of this. He
definitely had more questions than answers about ways to help her.
Zg-^ j-l^tator : Torrance in his book, Guiding Creative Talent , calls this
kind of thing "hunch-getting or "hypothesis-making." These are
really related to one's intuition in some way. Personally, I have
sensed a kind of intuitive functioning in Mr. Ceemore from the
very start.
Teac]^: It's going on in teaching all the time. I trust myself in
that area more each year that I teach. It's like having a best
friend around to help.
Counselor : Well, maybe I am wrong, but I get the feeling that people in
schools are always trying to find the answer. I am sure the students
can attest to that without hesitation.
Student : That to me is school.
Counselor : I am learning that there is no one answer. There are many
answers I I don't know I guess for me it goes back to when I was
growing up. I always believed there was the right answer to every
question. I wonder if I can ever get rid of this crippling mentality
I think if I could do this then I would be more willing to experiment
Facilitator : To me, this is the elegance of complementarity. Even in
the most controlled experimental conditions, like say a physics lab.
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scientists come up with more than one answer to a question or a pro-
blem. So, when you move into a situation where only a few of the
variables can controlled to some degree, like a school, the possibil-
ities are unlimited. That is not to say, however, that certain
alternatives don t work better than others. But, we will never have
to worry about finding the answer to a problem, because if nothing
else, over time, the problem itself will change. That’s why one
has to keep at it, trying new things all of the time. I don't
mean this to sound at all pessimistic or that our efforts are in
vain. To me, it is really exciting; the sky is the limit type of
thing. Yet, we must confront the reality that in our modern day,
things are moving so fast, and the young people even faster, that
we cannot afford to hang on to the past, like we have, in the past.
Counselor : To be honest, that scares me.
Facilitator : Yes, it is a bit unsettling, particularly at first. Yet,
I think it can soon become a way of life, a natural way of doing
things. For you as counselor, it may be the only way to survive
today.
Parent : It’s like my grandfather used to say, "Things ain’t like they
use to be, but that ain’t all badi"
Administrator : If I hear you correctly then, the solutions to the
counselor’s dilemma can involve many different kinds of strategy
combinations. They are really dependent upon any number of factors
including the individuals involved, the school district, the community
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and whatever. But, isn't this what caused the confusion in the
first place?
Facilitator : Yes, in some ways it did. At the same time, I think that
everyone was focused upon defining the counselor role in such a way
that it could apply to all counselors, everywhere. This is a denial
of the individual counselor and his or her unique context. Comple-
mentarity helps us begin from within ourselves and to move out-
wards from there, to the other and to the environment as well. In
this way, the discovery of the counselor's school environment and
the individuals within that environment will have more personal
meaning for that counselor. Hopefully, this will generate more
effective solutions to the problems in secondary schools. Of course,
the number of strategies and solutions that counselors may come up
with will be quite diverse. But, this is what's exciting to me'.
It represents growth, expansion, and even more, evolution'.
Counselor : It's possible then that the job ten years from now will be
very different from what it is today, where only a few remnants of
the old remain.
Facilitator : Yes, that is very possible.
Counselor : Using one of the expressions that my students often use,
that's freaky I
Teacher : Yeah, I know. It is to me too. But if we can just keep in mind
that we are all in the boat together. That helps me stay calm, really.
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Facilitator : To take the metaphor a little further, by becoming more
aware of other peoples' points of view, we can do a much better job
of steering the boat in the direction we all want to go I Let's go
to period six.
PERIOD VI
A-4P--^^^strator : Mr. Ceemore seems to stay in tune with his environment.
For example, when he re-entered the conference room after the seniors
left, he immediately noticed a change in the atmosphere, and acted
accordingly
.
Parent : Yes, he seems to be sensitive to each passing moment. I can
remember his reference earlier about each situation or whatever is
like looking at a new piece of art or a sunset. At first, I didn't
understand that connection, but more and more I think I get what he
is trying to say, or what he means. It's a 'taking in' of what's
there
.
Administrator : Yes, that's it. I also notice that Mr. Ceemore uses
a couple of ways of viewing the environment. What I mean here is
that he does 'take in' the whole thing. Or, he sees or feels whole-
ness as he moves about the school. At the same time, he is able
to focus very quickly as well. So, it seems to me that even though
we talked about the narrowing thing as being not that helpful, per-
haps both ways of viewing the environment are important.
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Facilitator : Yes, most of the knowledge we acquire through scientific
inquiry is based upon this kind of focusing. It's commonly called
reductionism. I never thought of it as a part of the narrowing
process, but I suppose it could be looked at that way.
J-gyher : I would think that it is important to focus in order to really
understand another human being, or especially to appreciate another
human being.
Student : It’s like when you are in love, you don't see anybody else'.
Parent : Around my house, the kids are in and out of that 'focussed'
state every other minute. Believe me, I know what you mean!
Counselor : What I thought was important was his attempt to find some-
thing unique about each student. The kids need to feel that we see
them as individuals. I try wherever I can to do this. But, it is
really difficult with the large numbers of kids we have to deal with.
Oh yes, and I have made a mental note of the questionnaire thing.
You can learn a lot by creating your own set of questions, be they
academic, vocational or personal. And, you can refer to them later.
Facilitator : It's a way that a counselor can obtain a lot of information
fast'. Are there other things that you noticed in this group meeting?
Teacher : Mr. Ceemore seems to be aware of himself as a model. Like when
those kids were talking, he "modeled" quiet behavior rather than say-
ing, "stop talking, please'." You can't always avoid yelling at kids
when you need them to keep quiet, but I guess there are other ways
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of getting the point across without dehumanizing someone. I don't
know, as a teacher, this kind of thing comes up all the time.
Student : No one ever likes it when a teacher singles you out like that.
It can really be embarrassing, even if you are guilty. When I was
in junior high school, it would really make me feel bad. Now, it
doesn't bother me so much. Maybe because it doesn't happen as much.
Teacher : Why is that I wonder?
Student
. If I really think about it, I have learned when to keep my
mouth shut'.
Teacher : Hmmm. I was afraid that you'd say that. I must have learned
the same thing when I was in high school. I used to hate it when
a teacher did that to me. But, now, I find myself doing the same
thing.
Facilitator : Sometimes our own experience as students can be our best
guide as to the kinds of things we should try or avoid. For me, it
was my experience with a high school counselor that made me decide
to go into counseling. It had to be one of the most negative ex-
periences I had as a high school student. I'd say to myself, "there
has to be another way I" Are there other things that you want to
mention?
Administrator : I never thought that counseling skills included being
an actor, but if counselors are going to expand, they'll end up
doing a lot of new things, I guess.
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unselor : Role-playing itself is quite common
that this guy Ceemore can be a real ham!
Of course, it appears
Parent: I found It fun. I think the students enjoyed it too. Whatever
it was that made him do it, maybe his intuition, seemed to help him
make a connection with them. The students relaxed after that little
performance.
Teach^: He learned more about the students' scope and range of counselors
and how they see what counselors do. In this way, he increases his
own scope and range in the area of students' ways of seeing counselors,
which is very important information. It also takes a lot of guts to
do something like that'.
Student: I agree with that girl that said that she wouldn't go to a
counselor for personal problems, or a problem with some friends. It's
just something we wouldn't normally do. I think Mr. Ceemore is at
least trying to show the kids he is interested in helping, which I
feel is positive.
Facilitator : Yes, and over time, maybe some of those same students will
drop in to talk about a problem they are having. If it works out,
the word spreads and others will give it a try too. Other comments?
Administrator : Boy, I'd hate to have to deal with that fire drill pro-
blem at my school. That sounds just awful. And, it's true, the
principal usually has to carry that burden alone. It would be so nice
to work on some of these problems all together. Suddenly, I am feeling
that it just may be possible.
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Facilitator : Good. I think it is too.
Counselor : I found Mr. Ceemore’s comments about the kinds of insights
a counselor can gain just through experiencing on the job to be
quite provocative. 1 have had that feeling myself. However, for me,
when I get an insight such as this, it is very difficult for me to
let it go. I don't know why. Maybe because it seemed to work or
it fit. And, in the counseling business these insights are hard to
come by. It s mostly loose ends, complexities, and unanswerable
questions. Mr. Ceemore is able to let go and try something new. Un-
like him, I think I will put that trite little motto on my wall. It
will help me to see: LEARN, RELEARN, AND UNLEARN SOMETHING DIFFERENT
EACH DAY.
Administrator : I like STAY LOOSE better I Maybe both would be better
to help me out on certain days. Boy, sometimes I can feel myself in
knots
.
Parent : I was very happy to meet Mr. Williams, the kindred spirit. I
wondered throughout Mr. Ceemore 's account of the day, if there was
someone who was looking out for him. Well, you could tell that Mr.
Williams is a friend. Mr. Ceemore was able to unload a bit, to say
some things that were on his mind. We all need that.
Facilitator : Yes, we all need someone to see it our way, even counselors.
Let's take a look at what happened after school.
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AFTER SCHOOL
T_eacher : What a way to end the day! I couldn't believe it.
Counselor : That was bazaar.
Pa^ervt: Yes, but these things do happen. I mean no one ever likes to
be involved in conflict, but some days you can’t escape it. I
don't know sometimes it makes us look at what we are doing.
Administrator : Well, when a parent like that Mr. Raymond comes in I
just get angry. There was no reasoning with him.
Facilitator : What are some of the things that might have helped Mr.
Ceemore here?
Counselor : Certainly, complementarity was no help to him. I don't know
Maybe an armed guard, that guy seemed really violent.
Parent : I think even in this situation we might try to apply complement
arity to see. In a way, the parents seem like they are in the wrong
but if we try not to look at it that way, maybe we can understand
them a little better. This will be good for me because I still have
a tendency to say someone or something is wrong or right. If you
don't mind, I'd like to try.
Facilitator : I think it is important to do so. This is a sticky one,
but I don't imagine that it is that unusual in schools. Let's be-
gin by trying to understand the Raymonds point of view, okay?
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Stu^: I think that they were upset about getting that notice from
the school. 1 know what it's like when my parents get a negative
report from the school; let's Just say it's no picnic. But, they
don't take it out on the teachers. 1 am the one who gets it.
Parent: Yes, but what if you tell them that you've been trying your
best and Che teacher doesn't seem to want to help you. Wouldn't that
be different?
Student : Probably so.
Administrator : Also, if you are parents who’ve watched three of your
children drop out of school, that might intensify the situation a
great deal. They probably felt that the school was out to get them
again.
T
r
eacher : Yes, that came through when Mrs. Raymond mentioned that they
too had dropped out of school.
Administrator : I guess to them we are the enemy. No wonder this thing
got to be so emotional. You know, it just occurred to me that the
drop-out problem will haunt us forever if we don’t try to do some-
thing about it.
Parerit: It must be difficult to enter schools again if your own school-
ing has been such an unpleasant or even painful experience. I could
identify a little with Mrs. Raymond’s fear of coming to the school
alone. Before I went back to school myself to obtain by B.A., I was
somewhat intimidated by school staff members. You were convinced that
323
the teachers, the counselors and the administrators knew so much
more than you did, even in matters dealing with your own children.
Now, I know that it isn't true, but I have also had the college
experience. You can't know that a college education doesn't make
that much difference in terms of what you 'know', until you've gone
through it.
Teacher: I can see that, but I can't remember ever making someone feel
bad because they didn't graduate from college or high school.
Counselor : Well maybe other people have. You really don't know.
Facilitator : I feel that society places a huge stigma on those who
haven't finished school. For those of us who have gone on, we can't
really know what it feels like to live with this kind of shame.
And coming to a school can bring all of that stuff to the surface.
Teacher : In other words, I could make a parent like this feel bad just
by being me, a teacher?
Facilitator : I think so. You are considered educated; you did what
society values. They did not.
Student : I can see now more of why they were so emotional. It really
does help to look at the way they might see. I mean my first re-
action to these people was that they were weird. You could look
at every thing people do like this, couldn't you?
Facilitator : Yes, it's always possible, but sometimes, like in this
case, you can't stay on top of it. What about Mr. Gordon's point
of view?
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Teacher : I had no problem understanding his way of seeing. He was
just doing his job.
Facilitator : Can you tell us more?
Teacher : I don’t know what he said to the student, Paul, but I know
that in my classes I make assessments of the students’ abilities as
a matter of routine. Of course, it’s easy for a kid to misunder-
stand what you are trying to say. I suppose this is what might have
happened between Mr. Gordon and Paul. We would have to know more
than we know to determine this. But, I can say that a teacher is
dssling with a lot of variables all the time. Also, there are
usually about twenty-five to thirty-five students in a small area,
which can get to be trying on everyone, especially the teacher. I
know sometimes in my classes I say a lot of things that I wouldn’t
want to have to defend. And, that’s the truth! Generally, I don’t
want to hurt my students in any way, but that doesn’t mean that it
doesn’t happen.
Administrator : I understand what you’re saying, but let’s face it
there are some teachers who mean to make students feel bad. Un-
fortunately, I have been involved in situations like that and it’s
not easy.
Counselor : That is what I thought was happening here. I was reminded
of a couple of incidents where teachers had been quite abusive to a
student. The parents were enraged by this particular teacher's be-
havior. Personally, so was I, but I felt an obligation of some
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sort to the teacher. You know, you feel like you have to defend
the school rather than a student's well-being. I don't know where
to go in situations like this.
Parent : I was a bit confused by Mr. Gordon's comments about the student
after the parents had left. Yet, that was a very emotional moment
for him, so I find it hard to say. It sort of suggested that there
was a lot more going on that needed to be looked at.
Facilitator : There are any number of possibilities here. With the in-
formation that we have available, we can only speculate. Besides,
the 'us against them' feeling was so pervasive that what actually
happened was no longer the issue. There were just too many things
going on, and lots of feelings. How about our friend Mr. Ceemore?
Administrator : Like he said, he went into that one blind. I know the
feeling—it's mind-boggling.
Teacher : He was trying to feel and see for everyone at the same time.
He lost his ability to focus.
Parent: The situation escalated so quickly that he wasn't able to re-
cuperate and get his bearings. I think also he was very tired and
wanted to end the day on a positive note. Oh well, so much for the
easy life—no way'.
Student: Well, it's hard to get your point across when someone is yelling
like that. I hate that.
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Counselor, io me, one often forgets the amount of sensitivity a person
has to possess in order to deal on the feeling level in so many
different ways all day long. Yes, I know he was probably tired. We
all are by the end of the day, but there was also a lot going on.
There was a great deal to be sensitive to. There was Mr. Gordon and
his story. Also, there were the Raymonds, particularly Mr. Raymond
who was, to say the least, feeling. Then, there was Mr. Ceemore who
was feeling a lot of mixed-up things himself. I guess I must confess
that I have learned a lot from this guy, but I didn't feel for him
really until nearing the day's end. It's been difficult for me at
times throughout this discussion because I am the only counselor here.
I felt like I had to defend my way, maybe even to try to show Mr.
Ceemore up some. I know that I shouldn't do this or it isn't a com-
petition, but I felt that way just the same. But, as we continued,
and as I began to understand complementarity better, I realized that
we, Mr. Ceemore and I, were really after the same thing. So what
if our methods differ. We both want the school to be a better place
for everybody. Okay, so one can argue about whether schools are any
good at all. People like Holt, Silberman or Illich deliver very com-
pelling statements arguing against schools. Yet, schools are with us.
And until that time that we all decide that we can do something
better, we must continue to make our schools more livable. Now
getting back to Mr. Ceemore' s conference with the Raymonds and Mr.
Gordon, I think it was his feeling of wanting the school to be a
more responsive environment to the needs of the people it serves
that helped them all through a very difficult conference. In other
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words, he knew that all parties involved wanted Paul to make it
through school. He saw this as a common goal. In the language of
complementarity, their various scopes and ranges of the situation
seemed to overlap here. It was a hunch, but it seemed to work, if
only for a short while. I found this deeply meaningful. I hope
you understand what I am trying to say.
Facilitator : I understand it and I appreciate it very much. Thank you.
I remember you saying earlier that it is very easy to talk about
these things from a distance. I feel that it is important to keep
this in mind. It can be awfully rough out there and quite lonely
as well. Any final comments?
Administrator : Mr. Ceemore seems to continually discover new things
about the school as an environment. It's like he has a love for
the placel
Teacher : Most staff people can't wait to get out of the building every-
day and this guy spends time admiring the architecture. That says
something, but I am not sure what.
Student : I don't make a habit of it, but sometimes I stay after school
to do work. It is different then.
Administrator: I notice that when I run into kids after school, there
seems to be less tension. It's like the pressure is off; off us both.
Parent: Do you mean you begin to relate like people rather than roles?
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Administrator : That must be it.
Parent
. I am getting the picture that working in a school can really
do you in. Maybe complementarity can make it easier on everyone.
Facilitator : It's certainly worth trying. However, I am afraid though
that in the beginning it won’t make it any easier. It might require
just a little bit more effort in certain places. Hopefully, these
efforts will bring more understanding, more openness and more joy in
our relationships with others. I feel that counselors can take the
lead, using complementarity as their guide, in bringing about this
new way of seeing, this new way of relating, this new way of being.
To conclude our discussion, I would like each of you to give a sum-
mary of your feelings, thoughts and concerns about the notion of
complementarity as a useful tool for counselors in overcoming the
counselor's dilemma. Who would like to start?
SUMMARY
Administrator : I'd like to start out by saying that I thoroughly enjoyed
the discussion. I don’t think I will ever quite look at things the
same way. The whole idea of complementarity is fascinating and I
think I am going to read some more about it. Yes, and I think it
will be a tremendous help to the counselor. I really believe that
it can help anybody who takes it seriously or takes it to heart, you
know what I mean? This is my only real reservation about it too. A
person really has to take this thing and make it a part of their life.
This isn’t easy to do. For example, the counselors at my school
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aren't ready for complementarity I don't think. They, like all of
us sometimes, are always complaining about the things, or the people
who prevent them from doing a better job of counseling. But, now
that I think about it what I probably need to do is really listen
to their point of view instead of going up the wall like I have a
tendency to do. You see, I've learned something I Anyway, I do
wonder what they would do with the idea of complementarity. I would
like to think that it can help them, but they would have to want it
to help. Does that make sense?
Facilitator : Yes it does very much. I would like to ask you if you
think a discussion like we have just had might help in this regard?
Administrator : I think it would, yes. At least, it might start their
juices to flowing'. It certainly did for me. So, that's about it
for me. Again, I enjoyed it and I enjoyed getting to know all of you.
Facilitator : Thank you. Anyone else?
Teacher : I think the idea of complementarity is great I It's like I
said before, I can't wait to try some of these things out not only
in my classes, but everywhere. In relation to the counselor, I
would think that complementarity would be a must, particularly now.
I must admit, however, that I really didn't know that much about
counselors and what they are supposed to do. I myself never went to
one. Also, at my school, they don't have too good of a reputation
I am afraid. Of course, we, meaning the staff, don't make it any
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easier for them either. I guess it's just one of those viscious
circles. I would like to mention a couple of real concerns that I
have in terms of this thing actually working. First, I asked earlier
if complementarity included a love for people or at least a real
appreciation for them because I think that this is extremely important
Second, if the context isn't condusive to a counselor trying some new
things, like at my school for example, I am not sure if it can really
help. So, I guess what I am saying is that if a counselor feels in-
effective in the school, and others reinforce that feeling, I don't
know how useful complementarity will be in situations like this.
— think that you might be more receptive to counselors
yourself after this experience?
Teacher : Yes, no doubt I will be.
Facilitator : Well, here's a place to begin. What I am getting at here
is if one teacher begins to relate to the counselors differently,
maybe other teachers will follow. I know this might not seem like
much, given the long journey ahead, but no matter what, we have to
take the first step. And personally, I don't think the counselor will
suirvive if he has to make the journey alone- I think it was you
that reminded us that we have to always keep in mind that we are in
the boat together.
Teacher : When Mr. Ceemore used the phrase, it seemed to ring a bell in-
side of me. But I think now I am just beginning to understand what
that actually means... Thank you all so much for helping me learn
so much.
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S_tud^rxt: I have learned a lot too. I guess I never really knew too much
about teachers, principals, counselors or just plain grown-ups.
Grown-ups have always been ’them’. And, you know, to them, we are
’them’. It’s kind of screwy really. Now, I know that we have a lot
in common. I think this is how complementarity can help everybody
in the school by helping each person see that though we are dif-
ferent we have some things in common. And the counselor can help
everybody understand this idea better and help us practice it tool
Facilitator : How do you think some of your friends would react to the
notion of complementarity?
Student : I don't know. Some would think it was neat if they understood
it. But then, others would think it was sort of ridiculous.
Facilitator : Ridiculous?
Student : Well, I mean I have some friends who love to argue with you.
I don’t think they would ever understand that it’s not important to
say who’s right or who’s wrong. Hey, I suppose that this is their
way of seeing it, huh?
Facilitator : Yes, and we have to respect their way of seeing it, don’t we
Student : Yeah... I guess we do. Boy, am I going to see school different-
ly after this. Unbelievablel Anyway, I learned a lot and thanks
everybody I
Facilitator
:
The pleasure was ours. Next?
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Par^: I myself have been stuck on the right and wrong issue from the
very beginning. It feels better now although it isn't completely
resolved. It just occurred to me that one of the things that we
left out has to do with people's values. Values have an incredible
effect on what people see or their scopes and ranges. For example,
it happens to me when I am dealing with my own kids. There are
certain things that I just consider wrong. I mean you can get into
the drug thing, or sexual matters or even the race problem. Certain
people have such strong values or attitudes about specific events
life that it's hard to believe that complementarity could ever
cut through. In some of these areas, I am one of those people.
Facilitator : I see this as a serious problem. Yet, values to me are
just one part of all the various things that make up our ways of
seeing. Okay, so it might be that values, based, for example, on
religious orientation, or family, or culture, have a much stronger
effect on our way of seeing the world than any other influence. If
this is the case, then we have to get to know that part of each
other, trying wherever possible to use complementarity. In other
words, each of us here has a different value system. Why not try
to learn about these value systems rather than trying to determine
which set of values are more right or more wrong. I should say
too that there is no way that this way of seeing things will happen
right away. Even more, it's doubtful that everyone will see the
idea as worthwhile. However, for the counselor in secondary schools,
who interacts with all kinds of people, with all kinds of different
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ways of seeing the world, it is possible that complementarity can
be quite useful.
Pare^: Yes, I can easily see how important it is for the counselor to
be able to appreciate people no matter what their values may be.
But, don’t you think a person might lose a sense for himself or
herself after a while? Either that, or become schizophrenic?
Facilitator : Well, let's hope not. I think if this were a serious
danger it would have shown up in the literature somehow. That's
not to say that it can't happen, but I wouldn't worry about that.
Perhaps what we will find after trying this idea out is that the
persons who get the most out of it are the ones who have the strong-
est sense of themselves. But, I am only speculating now.
Parent i I have a lot to think about. Like all of you, I have learned
a great deal, particularly about schools and school people. Today's
discussion will be with me for a long while. I hope to see you all
again.
Facilitator : I want to thank you for taking part. Do we have one more?
Yes . .
.
Counselor : I feel that I have already given a bit of a summation of my
reactions and feelings, but I can say more. I have been listening
attentively to some of your comments. They have been very helpful and
thought-provoking. It seems pretty obvious that counselors, or the
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image of counselors is a very limited one. At first, it didn't
bother me because I felt that these comments or impressions did not
apply to me at all. And, in ways, I still feel this because coun-
selors, like anybody else, are individuals. Yet, in thinking about
myself in the collective sense, I am the counselor, or parts of me
anyway, that you've all been talking about. And that's okay too'.
I think it's important that we as counselors accept the fact that
we've blown it. Forget who's the blame I We gotta do something
different and it's going to take a lot of work. But if we can work
together, we're half way there. I realized today that I hadn't done
as much as I could to help my fellow counselors. I can improve in
this area. For example, if I discover something that seems to work
in solving certain kinds of problems, I can share it. In the past,
I haven't. Perhaps I got fixated on my feelings—or my own ego—of
being the most effective counselor in my school. Wow'. That used
to make me feel really fantastic. I had fantasies of being Maslow's
"Self-Actualized Man" or Roger's "Fully-Functioning Person". But,
does this really help me in the long run? No, not really at all.
First, it creates jealosy, resentment and needless competition. You
know, sort of like I felt in relation to Mr. Ceemore. This kind of
thing is happening in my school right now. Second, if you are the
counselor, then everybody comes to you, overlooking the skills and
expertise of the other counselors. This can get to be too much to
handle. And, it creates even more bad feelings between you and your
colleagues. Third, if the school district considers the counseling
department as a whole to be inefficient, it often means serious
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budget cuts for the whole department, and sometimes even the loss of
jobs. Now this isn't paranoia; this is real. Counselors know
about these things, and when it comes to money or one's livelihood,
the feelings of threat become more intense and more pervasive. What
I am really talking about here is the counselor's dilemma as you know.
So, what can complementarity do to help in all of this? Well, I
happen to think it can help in many ways, but most importantly, I
think it can help counselors feel better about themselves. In other
words, if complementarity tells us that everyone sees an event, or
let's say counseling, in different ways, then that may give counselors
more confidence in their own ways of seeing. Believe me, the long
term effects of people from the outside, be they parents, counselor
educators, administrators or whoever, telling counselors what they
should be or do has been seriously debilitating. It has resulted in
counselors no longer believing in their own points of view. And
even more, unlike most groups who are threatened by outsiders, coun-
selors have even turned away from each other, which is very sad, I
think then that complementarity can help us appreciate other people's
points of view, but moreover, our own . I think that the help that
we can give each other to enhance this process is invaluable. For
we all know, as counselors in particular, that if we don't accept
and appreciate our own ways of seeing, there is no way that we can
really appreciate another person's way of looking at the world.
Thank you for helping'.
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Fac i1 i_t_a t o r : I deeply appreciate your sharing so much of yourself. Your
comments have given me keen insights into counseling in secondary
schools. I would like to share with all of you some of my feelings
about our discussion today. I have been delighted to the point of
ectasy with what you have done with some of these ideas. Though
I presented the notion of complementarity in a somewhat rough form,
you seemed to take what was there and create something meaningful,
and beautiful. Originally, I thought that complementarity could be a
useful tool for counselors in overcoming the counselor's dilemma and
now I am even more convinced there is something here. And as you so
eloquently pointed out, in your various ways, your different points
of view, complementarity just might be something that we can all use
to bring us a little closer together. Again, thank you alll You've
been wonderful teachers I
Summary of Part II
In Part II of the simulation, we have looked at some of the prac-
tical applications of the notion of complementarity in secondary school
counseling, from several points of view. We mentioned some possible ways
that complementarity can help counselors choose 'self as a primary source
in covinseling. We also saw various examples of how complementarity can
help counselors understand others, regardless of their specific role. In
fact, we said that complementarity could help us relate to each other more
as people within the secondary school context, rather than as prescribed
roles. In terms of solving problems, we got some practical ideas about
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the ways in which "experiencing the environment in new ways," "trying to
see as others see, and "accepting the complementary nature of our vari-
ous points of view" can help counselors become better problem-solvers in
secondary schools. However, these examples were only suggestions which
were intended to make the idea of complementarity come alive in practical
terms, not in any way defining its paramenters. We also talked about
some of the problems, questions and conflicts that might arise as a re-
sult of a counselor’s employment of the notion of complementarity as a tool.
Complementarity is a way of life, requiring a continual confron-
tation with self and others, that must be "lived" each moment of the day.
It is in no way easy! Furthermore, we discovered that although it can be
quite useful in understanding the nature of certain kinds of problems and
in creating effective solutions of these problems, the notion of comple-
mentarity cannot do it all. It is only a helper—a tool that perhaps all
members of the school community can use. We also hinted at some of the
long range effects of complementarity as a tool for secondary school coun-
selors. We said that the notion of complementarity could help counselors
to create a total counseling system, or support system, involving all mem-
bers of the school community, thus significantly improving the learning
environment of secondary schools. As this process takes place, counselors
will begin to do quite different and new things in schools, which is
what evolution is all about. And last, we said that although complemen-
tarity is most useful and most exciting when it is conjoined with a car-
ing, loving attitude towards self and others, we tried to show that the
notion of complementarity has the potential of generating these kinds of
feelings within counselors, and others as well.
CHAPTER VIII
SUMMARY AND CRITICAL OVERVIEW
In Chapter VIII, we will summarize where we have been in this
study, and we will explore some possible directions to move in the fu-
ture. The first part of this chapter will be a summary of important
ideas, trends and feelings coming from the main body of the study.
The second part of the chapter will be a critical overview of the study,
attempting to look at what we tried to do, what we were not able to do
and what things need to be done.
Summary
In Chapter I, we introduced a serious problem that faces second-
ary school counselors who are working in the field today. We called
this problem the counselor's dilemma. Essentially, the counselor's di-
lemma is a critical condition which has been caused by myriad forces
from within and outside of the profession that could possibly result in
the extinction of the secondary school counseling as a profession. It
was our purpose in this descriptive study to examine this condition (the
counselor's dilemma) in more detail and to offer some suggestions for
overcoming this dilemma. Basically, the question that we were addressing
is: How can counselors re-emerge to become viable forces in secondary
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schools today? To answer this question, we decided to explore the prac-
tice of secondary school counseling in the entirety, as a whole experience
to gain a more complete view of the profession and some of its problems.
There are, of course, numerous inherent difficulties in studying
an area so vast and varied. In other words, there is a considerable risk
in investigating such a broad topic because everything, and nothing at
the same time, can be concluded from the results of such a study. In ad-
dition, because secondary school counseling encompasses such a wide vari-
ety of roles, functions and activities, to try to generalize from one ex-
perience in counseling can be very misleading. A survey of the literature
(Chapter II) reflects this problem in that most of the research focuses
on the various parts of counseling rather than the whole. However, it
must be mentioned that there is also a risk in studying only the parts of
counseling because we really cannot know a great deal about the whole ex-
perience of counseling by studying its parts. In other words, we cannot
asuume that the whole of counseling is the sum of its various parts. So,
our argument then is that in order to know what some of the problems are
in secondary school counseling today, we must take a realistic look at
the practice of secondary school counseling— the good, the bad and all of
I
that which lies in between.
To familiarize ourselves with the present condition of the coun-
seling profession in secondary schools, we explored the various
factors
causing the counselor's dilemma. In Chapter III, we identified
two sets
of problems that contributed to this problematic state: (1)
Identity
Issues and (2) Complex Problems in Secondary Schools.
Together, these
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two sets of problems have seriously crippled counselor's in their ability
to function effectively in schools and even worse, their ability to create.
However, we did outline some suggestions for overcoming this condition,
stressing the notion that each counselor must individually choose to sur-
vive, After this decision is made, we said that counselor's can overcome
the counselor's dilemma and some of its effects by doing the following:
(1) Choose self as the primary source in counseling and (2) Increase pro-
blem-solving effectiveness in secondary schools. Although it may seem
that these suggestions for overcoming the counselor's dilemma are of the
realm of common sense, each of these suggestions are extremely difficult
to practice in the daily living as secondary school counselor. Further-
more, because we did not want to get trapped into adding yet another
series of recommendations and suggestions to improve counselor effective-
ness in secondary schools, we tried to make suggestions that might be
realistically integrated into a counselor's daily context rather than
suggestions which are more suited to an ideal counseling context. Keep-
ing some of these thoughts in mind, we said that today's counselor's need
a new kind of help—something that will help bridge the gap between
where we are now and where we want to be. We called this new kind of
help, tools for change . These tools must be able to help counselor s pull
themselves up by their own bootstraps; they must help counselor's help
themselves to become more effective problem-solvers in secondary schools.
We presented the General Systems Law of Complementarity as a pos-
sible tool for change for secondary school counselor's (Chapter IV). We
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traveled through several academic disciplines in order to understand what
is meant by "any two points of view are complementary." Essentially,
the notion of complementarity tells us that we cannot see it all. And,
because it is impossible for us to see it all, we can learn most from
sharing the ways we see the world with one another. We also learned that
the notion of complementarity is quite exciting in terms of its potential
for increasing our understanding of the world and its peoples. We then
moved back into the secondary school counselor’s world to look at some of
the problems in the profession through the eyes of complementarity. In
Chapter V, we saw that the notion of complementarity could be a very help-
ful as well as a very versatile tool for counselors to use in carrying out
their jobs. Complementarity gave us a new language to talk about counsel-
ing in secondary schools today and it provided a basic framework for the
analysis of certain kinds of problems as well. Through the various as-
pects of complementarity i.e., we became more aware of some of the reasons
why we see things differently, which also helped in our understanding of
the total school community and some of its problems. At its best, the
notion of complementarity reinforces a counseling attitude or philosophy
which helps counselors learn as much as possible from all encounters with-
in the secondary school community, regardless of who or what it happens
to be. In addition, complementarity helps us expand our visions of what
secondary school counseling can be. Even though it is apparent that the
notion of complementarity is a likely candidate as a tool for change, we
could never be certain of its usefulness without extensive feedback from
other counselors who are working in schools today.
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In Chapter VI, we created a simulation of a counseling experience
in secondary schools, based upon the writer's experience. It was our in-
tention to present counseling in secondary schools as it actually happens
to tell it like it really is. We saw that counseling is an on-going en-
counter with self, with others and with the environment as well. We saw
some examples of how the boundaries between self and others, between the
personal and the professional, and between the knowns and the unknowns
can mysteriously fade away even if they seemed to be quite clear just the
moment before. We demonstrated that it is normal procedure for coun-
selor s to interact with all members of the school community, all of whom
have their own ways of seeing the world and their own unique sets of ex-
periences in the world. A great deal of counseling involves helping the
individuals within the school community order their experiences in the
world as individuals and as members of a larger community. We learned
that a counselor's contacts throughout the day can be a tremendous source
of new knowledge as well as new joy. We also tried to show that to do the
job of counseling effectively takes courage—courage to go on even when
one is not sure of either direction or purpose, and even when one is not
sure of the reasons why advancing is a better idea than running for cover.
In essence, secondary school counseling is a way of life that requires a
deep sense of personal commitment and dedication to the good in all persons,
as well as a sensitive understanding of and even an appreciation for all of
that which is not, the good.
We got some ideas about how the notion of complementarity could
help in the daily life of the secondary school counselor in Chapter VII.
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We talked about some practical applications of the idea. However, it is
important to remember that these are just ideas and suggestions; they are
in no way the only applications of possible complementarity as a counseling
tool. We also got some ideas about how the various members of the school
community see counselors. The counseling needs of all members of the
school community were highlighted as well, giving us some hints about
future directions in the profession. For example, we talked about the
possibility of complementarity leading the way towards a counseling sup-
port system made up of all members of the school community, which could
improve the learning environment in schools as well as stimulate new
life in the profession. Overall, we emphasized the point that overcoming
the counselor's dilemma is a long term affair, which will no doubt require
a great deal more than just the notion of complementarity. Yet, we hope
that the notion of complementarity can at least generate the energy and
possibly the desire within each counselor working in the field today to
create his or her own way towards professional renascence.
Critical Overview
It is important to begin by saying that due to the descriptive
nature of our study, we cannot legitimately conclude anything at all. We
have collected no statistics or other forms of quantitative data from
which we can draw supportable conclusions. Our purposes in this study were
quite different from the very beginning. We were primarily interested in
exploring some possibilities for future study and to introduce a new way of
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looking at some of the problems in the profession of secondary school
counseling. In the next section, then, we will present an overview of
some of the important ideas in the study and some of their implications
for the future.
of os have faced the fact that times are changing. Each one
;
of us knows that things are no longer like they used to be, nor will they
again. We confront this reality in some personal way each day.
ii
|i educators, we have to take more than just a casual interest in
the changing times. We really must keep the rapid pace of today's world
in mind when we are making decisions about the future educational goals.
Of course, we could ignore what is happening around us, just allowing it
I
I
to go on without us. In the short run, this alternative may be the easier
one. In the long run, however, it could mean disaster. We can also become
actively involved in the change, trying to become a part of it rather than
i
being overwhelmed by it. It has been our decision in this study to opt
j
for becoming a part of the change. How to go about becoming a part of
I
I
these changing times has been the major focus of this paper. We have tried
I
I
I
to show that secondary school counselors are in serious trouble profes-
i
I'
!' sionally. Many of the difficulties facing the counseling profession are
jl no doubt a product of the times. The complexities of the space age prob-
] ably hit hardest in the counselor's office where uncertainty in terms of
role, function and identity has been the rule rather than the exception
Hopefully, it is not too late to reverse this trend towards extinction.
i
' Yet, it might very well be. If counselors do not survive, however, it
'< will be our loss as a total community—a community of individuals dedi-
345
Gated to education as a means for improving our world. In other words,
we, as a unit or a whole, are only as strong as the weakest link in the
chain. Right now, that weakest link happens to be the secondary school
counselor. Perhaps we can arrive at the understanding that this state
of professional emergency is no longer a matter of being thei r problem,
but our problem. Yes, unfortunately, we are all in trouble, especially
our students. Therefore, to point the finger at one group or another as
being the source of today's problems in secondary schools, or in the world
for that matter, is not only inappropriate, but terribly naive. We must
accept the fact that we are in this thing together.
The present study is a call for action. As secondary school coun-
selors, we have a great deal to do. Our students need us. The total
school community needs what we can offer. Students need our help in
learning how to live productively and positively in an unpredicatable
world. The faculty and parents need our assistance in identifying the
most relevant body of knowledge, skills, and experiences that will help
young people live better lives in the space age. For the most part, un-
fortunately, what we are offering them is only a variation of what we
were given when we ourselves were students. Fifteen years ago, this way
of educating young people was adequate; today it is not. Somehow we must
help students restructure knowledge and experience into patterns and themes
that can apply to wide ranges of phenomena. They need help in learning
to let go when an idea, an attitude or a belief is no longer appropriate
to make room for the "taking-in" of something new. They need help in
learning ways to feel more comfortable and secure in the midst of dynamic
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change. In order for us to do this, as counselors, we must learn how to
do it ourselves. That is, the more we can learn to adapt to the changes
in our experiencing of the world, the better able we will be to help our
students, and other members of the school community as well, adapt with
courage to our world.
We cannot do it alone however. Although we stressed the importance
of secondary school counselors becoming their own prime movers, counselors
need the chance and the space to grow. Administrators, teachers,
parents, and students can give counselors this chance and the room to
grow. Hopefully, we can leave the fighting and the blaming behind so that
we can join together in the discovery of new ways of living and learning
in the world. All of us have gone through a great deal over the last
fifteen years. There is no way that we can really measure the impact that
assassination, war, racism, sexism, Watergate, or economic crises has had
on our lives, and particularly on the lives of our students. Yet, we
do know that it has not been easy for any of us. In this study, we have
tried to show in a different way that we really need each other to create
a better way of life. It is the writer's belief that the notion of com-
plementarity can help make this vision a reality rather than another dis-
play of exhausted rhetoric.
So, where do we go from here? Well, as we have already mentioned,
each counselor must come to tenns with the next step on his or her own.
The only thing we can say at this point is that the sky is the limit. The
present study is really just a beginning. Inherent in our approach to
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this study is the implication of the need for more research. For example,
we cannot know at all if complementarity can actually help increase coun-
selor effectiveness until counselors working in the field spend some time
with the idea and give it a try. A major limitation of this study is the
fact that it is based upon a single experience in counseling. In order
for us to say more about the notion of complementarity as a tool for coun-
selors, a different kind of research design is necessary. Such a re-
search design would help us to know more about the ways that the notion
of complementarity can affect the fabric of the total school community.
It would also be worthwhile to look at how the notion of complementarity
could be used in counselor education. That is, if counselors-in-train-
ing were introduced to the notion of complementarity as a basic framework
for discovering the world of secondary school counseling, would there be
a difference in their approach to the practice of secondary school coun-
seling? We could speculate that there might be a difference, but we could
never say for sure without more research. It seems that perhaps some of
these ideas for further research may be quite a bit down the road. The
best next step might be for counselors working in the field to get to-
gether to talk about what the practice of secondary school counseling is
like for them in very much the same way we have tried to do in this study.
If nothing else, the notion of complementarity helps us see that we can
contribute to overcoming some of these problems in the profession by learn-
ing as much as we can from each other. If it turns out that this is the
only value of the notion of complementarity in the context of secondary
school counseling, then, it will here served us well.
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In the final analysis, we could only suggest some possible strat-
egies that might help counselors emerge to become viable forces on the
educational scene. In this study, we have tried to present an argument
that says that counselors can become leaders in education today. Yet,
we know now that it is not any easy task. There are perhaps too many un-
knowns at this point. In secondary school counseling, there are myriad
uncontrollable variables which make it difficult to predict specific
outcomes, particularly when it comes to a problem as vast as the counsel-
or’s dilemma. However, if we, as secondary school counselor's believe
that we can overcome the counselor's dilemma, a major battle will be won.
There is indeed a great deal to learn. Yet, the need to learn
can be a source of excitement rather than a source for defeat. Further-
more, the school community appears to be on the verge of something new.
What that something new is all about is still an unknown, but it probably
has something to do with a new way of living and learning in this world.
Our help is needed to give shape and form to this new life. We are needed
to keep a watchful, caring eye on the movement and the growth of the en-
tire school community, insuring the most good for the most people. Help-
ing to bring forth this new way of living and learning is the ultimate
source of renewed life in the counseling profession. We cannot afford
not to take this opportunity— this chance to live. This new life is ex
pressed in the words of George Leonard who speaks to all of us as educa-
tors, but perhaps even more to secondary school counselors. He
writes.
"Every child, every person can delight in learning. A new
education is
already here, thrusting up in spite of every barrier we have
been able
to build. Why not help it happen?"
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